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THE CONSTRUCTION AND VALIDATION OF AN ARABIC
PLACEMENT TEST TO FIRST YEAR STUDENTS AT THE
UNIVERSITY OF MALAYA
Abstract
The issue which has always been discussed by scholars in the area of language
teaching and testing is whether the test is valid, i.e. whether it tests what it is
supposed to test and whether the test is reliable, i.e. consistent in assessing the
candidates. This research attempts to construct and to validate an Arabic placement
test for new students at the Academy of Islamic Studies at the University of Malaya in
Malaysia. The design of the test was based on the syllabus at the Academy and the
test specification, prepared during this research. Four sub-tests are constructed:
Reading, Grammar, Writing and Dictation. To ensure the validity of the test, two
analyses, internal and external, are conducted. The internal validity analysis is
concerned with face and content validity. Three groups of students from different
levels of academic background and countries participated in the pilot study for the
purpose of internal validity analysis. Modifications were made to some items of the
sub-tests at the end of the pilot study. The external validity analysis is concerned with
concurrent and predictive validity. The correlation coefficients (r) between the total
mark of the sub-tests and one of the two measures for concurrent validity indicate that
the relationships are moderate: between .40 and .60. As for predictive validity, the r
between the sub-tests and the total mark of the final examination are between .60 and
.64: a moderate relationship too. In the analysis of the reliability of the tests using the
internal consistency method, the reliability coefficients (r^) for the sub-tests are very
high: ranging between .87 and .90. The correlation analysis between the total score of
the sub-tests also indicates a very high relationship: five correlation coefficients (r) are
between .70 and .75 and only one correlation has the r of .69. The conclusion of the
study states that all four sub-tests prove to be successful in assessing the students'
proficiency in Arabic and therefore could be used for the purpose of grouping
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INTRODUCTION
The statement of the problem
Language testing plays a very important role in language teaching. It is a
topic of concern to those involved in education whether they are teachers or those
involved in research and administration. Bachman and Palmer, (1996) for example,
believe that language tests can be a valuable tool for giving information regarding
language teaching. "They can provide evidence of the result of learning and
instruction, and hence feedback on the effectiveness of the teaching programme itself'
(p.8). Bachman and Palmer (op. cit:8) add that tests
"...can also provide information that is relevant to making decisions about
individuals, such as determining what specific kinds of learning materials and
activities should be provided to students, based on a diagnosis of their strengths,
weaknesses, deciding whether individual students or an entire class are ready to
move on to another unit of instruction, and assigning grades on the basis of
students' achievement."
It is unlikely to find any teaching without testing at the end of it. As Heaton (1979:1)
stresses "Both testing and teaching are so closely interrelated that it is virtually
impossible to work in either field without being constantly concerned with the other."
Testing is as old as education itself. As long as there have been teachers they have
wanted to know how much their students have learned. Testing therefore provides
goals for language teaching as well as an outcome to it. Davies (1990) believes that
language testing is considered to be central to language teaching. Davies dismisses
some opinions which state that testing is marginal in language teaching. Harrison
1
(1983) agrees with Davies by denying views saying that testing is quite separate from
teaching and learning either in theory or in practice. Valette (1977) mentions three
major roles of testing; defining course objectives, stimulating student progress, and
evaluating class achievement. Gronlund (1982) notes that testing plays a projecting
role in all types of learning programmes. He points out that the main purpose of
testing is to improve learning whether the test is of the placement, achievement or
proficiency type. For the achievement test for example, Gronlund highlights six basic
principles to improve learning (Gronlund, op. cit:8-13): (a) tests should measure
specifically what has been set in the syllabus; (b) tests should, because of time
restrictions and other constrains, measure a representative sample of the learning
tasks; (c) tests should include the types of test items that are most appropriate for
measuring the desired learning outcomes; (d) tests should fit the particular uses that
will be made of the result, which means that whether the test will be used for the
purpose of identifying learning difficulties among students (diagnostic test), placing
students in certain level of study (placement test) or for the general achievement at the
end of learning (achievement test)...etc., the sample of material included in the test
and the difficulty of the test items must be prepared properly to fit the particular uses
that will be made of the result; (e) tests should be as reliable as possible and should
then be interpreted with caution; and (f) tests should improve student learning.
In view of the importance of testing and the role it plays in promoting
learning, the question arises whether a given test has followed the above generally
agreed principles. In other words, do questions prepared by teachers and do given
marks guarantee a certain standard in the area of testing? Gronlund (1982) believes
that despite the widespread use of testing in preparing, guiding and evaluating student
2
learning, many teachers and test developers are not familiar with the generally
established ways of constructing tests. This may be explained on the one hand by the
fact that many of them receive little or no training at all in how to prepare or to
construct tests. Hence they are not aware of the various criteria, including validity
and reliability, in constructing tests. On the other hand, it may be because test
developers ignore the importance of test virtues including validity and reliability in
constructing tests. Alderson, et al. (1996) reveal in their research that of the twelve
UK tests reviewed, nine were criticised for failing to provide sufficient evidence of
reliability and validity.
Background of the study
Every year about 400 students whose first language is not Arabic enter the
Academy of Islamic Studies (AIS) of the University of Malaya where the medium of
instruction for Arabic and Islamic subjects is Arabic. The requirements for entering
this Academy as stated in Rules and Regulations II in the Amendment of 1980
stipulate the following:
"Candidates must fulfil the requirements of the Academy which are as follows:
candidates must pass with credit the Malay Language paper and pass the Arabic
Language paper..."
All of the newly enrolled students have to sit the Arabic placement test at the
beginning of the session. The purpose of this test is to group new students for
learning Arabic in the first year. This test is administered by the Department of
Arabic, Faculty of Languages and Linguistics at the University. Based on the results
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of the test, a student will be placed in a particular group for Arabic language learning
purposes. My personal experience of the test over a period of years as an Arabic
teacher has led me to the conclusion that the test is not dependable because of the
following reasons:
(i). The test does not have content validity because it does not test students on those
parts of the language which ought to be tested. Heaton (1979:154) stresses that
"...the test should be so constructed as to contain a representative sample of the
course, the relationship between the test items and the course objectives always being
apparent". Looking at the syllabus for the First Year Arabic language at the AIS, we
assume that various topics and skills are intended to be covered in the test. However,
comparing this syllabus with the test, we can establish that many areas are not covered
and therefore the test seems to be missing out some very important elements.
(ii). It is difficult to assess whether the test is reliable or not. From my personal
experience of teaching over a period of years in this Academy, no research was
undertaken to investigate the reliability of the test. The placement test developers did
not conduct any research to ensure the reliability of the constructed test such as
pretesting, post-hoc analyses and instruments validation. Davies (1977:57) points out
that the reliability of the test will ensure the consistency of results.
"...An inconsistent test would give meaningless, random results. Before looking at
the meaning of results it is important to ensure that they are reliable. Unreliable
results can have no meaning apart from their own randomness."
Bachman and Palmer (1990:95) agree with Davies regarding the importance of
reliability in the test items. They state: "...unless we can demonstrate that the
4
inferences we make on the basis of language tests are valid, we have no justification
for using test scores for making decisions about individuals."
(iii). My personal teaching experience at the Academy further convinced me that some
of the new entrants feel that they were not placed at the right level for the purpose of
learning Arabic. Some of them feel, based on what they are learning, that they should
be placed at a higher level while others feel that they should be placed at a lower level.
The above observations have convinced me that the tests at the AIS cannot be relied
on to place new students in groups according to their abilities for learning Arabic.
The purpose of the study
The purpose of this study is therefore to:
I. Construct an Arabic placement test for first-year-in-university students at the
Academy of Islamic Studies (AIS) based on the syllabus and test specifications, to
be developed in this research; and
II. Validate the items which have been constructed using statistical tools to ensure the
test's validity and reliability.
Research hypotheses
Several null hypotheses (H0) are postulated pertaining to the study:
1. H0 1 (for descriptive analysis of the final version of the test): There is no
difference between the results of samples in the pilot study and the samples from
AIS in terms of central tendency and dispersion;
2. H0 2 (for correlation analysis): There is no relationship among the performance of
the candidates on their scores in the sub-tests;
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3 Ho 3 (for concurrent validity): There is no correlation between the students' self-
assessment and the items of the placement test;
4. H0 4 (for concurrent validity): There is no correlation between either the students'
results for the Higher Certificate of Education (HCE) or the pre-AIS examination
and their results for the placement;
5. H0 5 (for predictive validity): There is no correlation coefficient between the total
score of the placement test {predictor) and the total score of the final examination
for semester one at the AIS {sample).
Statistical elements used in the research
Since the study involves the use of statistical elements, I will briefly describe
below these instruments. It should be noted however, that the aim of this research is
to present these issues to Arabic teachers whose main area of expertise is not
statistics. Therefore the explanation will be by means of words and diagrams rather
than through figures, formulae and equations.
1. Central tendency (used in the descriptive analysis): The central tendency refers to
the description of the typical behaviour of a group of testees in a test and it shows
how the scores of a group cluster together (Brown, 1988, 1996: Alderson et. al.
1996). Four statistics instruments are used in estimating central tendency: the
mean, the mode, the median, and the midpoint. The mean can be defined as the
average scores of the testees. It is obtained by adding up all the individual scores
and dividing the total by the total number of testees. The mode refers to the scores
that occur frequently. In other words, it shows the score obtained by the majority
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of testees. The median can be described as the point of middle value. Its function
is to cut the distribution of marks into two. The midpoint refers to the point
halfway between the highest and the lowest scores. It is obtained by adding up the
lowest and the highest scores of a test and then dividing the total by two. For
example, if we have a set of scores, say 1, 2, 2, 4, 6, we may calculate, by referring
to the above definitions, that the mean is 3, the mode is 2; the median is also 2; and
the midpoint is 3.5.
2. Dispersion (used in the descriptive analysis): Basically, the dispersion is the
opposite of the central tendency, i.e. how the testees' scores are spread out around
the central tendency. Three elements are commonly used in describing the
dispersion: the variance, the standard deviation, and the range. The variance can
be defined as the average of the squared differences of testees' scores from the
mean (Rowntree, 1991; Brown, 1996). The standard deviation is the square root
of the variance. The range is the number of points between the highest score and
the lowest score. Using the same example of the distribution of marks above (1,2,
2, 4, 6), we can calculate the elements of the dispersion as follows: The variance is
obtained by firstly, calculating the deviation of every mark from the mean (3), i.e.
(-2, -1, -1, 1, 3), and secondly, squaring the deviation of every mark, i.e. (4, 1, 1,
1, 9) and lastly, calculating the average of the total squared deviation, i.e. 3.2. The
standard deviation for the above marks is derived by squaring root the variance, i.e.
1.79. As for the range, where the highest score is 6 and the lowest is 1, then the
range is 5.
3. Correlation coefficient: A correlation coefficient ( symbolised with r) is a statistic
which expresses the degree of relationship between two sets of test scores or
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variables (Harris, 1988:142). The relationship, which is indicated by a number, can
reach as high as 1.0 (for positive correlation) and -1.0 (for negative correlation).
Rowntree (1991:160) divides correlation into three types, namely the positive, the
negative, and the zero correlations. Positive correlation is when "...the changes in
one variable are accompanied by changes in the other variable and in the same
direction; that is, the larger values on one variable tend to go with larger values on
the other". Negative correlation refers to "...the changes between the two
variables or values in opposite directions. Larger values on one will tend to go
with smaller values on the other" (Rowntree, op. cit: 160). This indicates that if
students score high on one test, they score low on the other, or vice versa. Zero
correlation, r = 0, refers to "...no clear tendency for the values on one variable to
move in a particular direction (up or down) with changes in the other variable"
(Rowntree op. cit: 160).
4. Item facility (IF) (used in a statistical analysis for objective tests): IF is also defined
as item difficulty or item easiness. It is used in examining the percentage of
samples who correctly answer a given item using the value from 0.00 (no one
answers the question correctly) to 1.00 (all answer the question correctly). This
value can be interpreted as the percentage of correct answers for a given item by
moving the decimal point two places to the right (Brown, 1996). For example, if
the index of IF is . 16, this means that only 16% of the samples answered the
question correctly. On the other hand, an item with an IF index of .95 would
indicate that 95% of the sample responded to the question accurately. It can
generally be said that an item with a low IF index means the question is difficult
and an item with a high IF index indicates that the question is easy.
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5. Item discrimination (ID) (used in statistical analysis for objective tests): The ID
refers to the degree to which an item separates high scores from low scores in a
test To do the ID analysis, the samples' result has to be lined up, beginning with
their individual item responses and ending with their total scores in descending
order. Then two groups will be identified: an upper group and a lower group.
"The upper and lower groups are sometimes defined as the upper and lower third,
or 33%" (Brown, 1996: 67). Brown (op. cit.) even finds some instances where
25% was used in calculating an ID index. There are many ways of calculating an
ID index but one of the easiest ways, as suggested by Alderson et.al (1996) and
Brown (op. cit.), is by subtracting the IF for the lower group from the IF for the
upper group on each item. For example, if we have IF indices of upper and lower
groups of one item, say .80 and .45 respectively, we may say that the ID index for
the item is .35.
6. Distractor efficiency (DE) (used in statistical analysis for objective tests): The
distractor which refers to an option that is counted as incorrect, is particularly used
in multiple-choice items. The primary goal of DE analysis is to examine the degree
to which the distractors are attracting students. To obtain the distractor efficiency,
the percentages of each option functioning in the question are calculated.
7. Inter-rater reliability (used in determining the consistency of the marking of
subjective tests): It refers to the degree of similarity between different examiners in
giving marks to the same scripts or oral performances (Alderson.et al. 1996).
According to Carroll and Flail (1985:121) "...a simple way to check on inter-
marker [inter-rater] reliability is to use the ranking method". This method is
implemented by giving a number of scripts to two examiners and then asking them
to mark them independently according to the marking scheme. Then, using the
following formula, the Rank Order Correlation (ROC) is calculated (the formula
was taken from Carroll and Hall, op. cit: 119):
R= 1 - 6 x Total d2
2
n(n -1)
where: R = Rank-order correlation
Total d: = the total of differences squared between two
examiners
n = the number of scripts marked
The ROC is determined by the value between 0.00 and 1.00. Therefore, a low value
of ROC, say .10, indicates that the examiners are not consistent in giving their marks
to the script. In contrast, a high value, say .89, means that they are consistent in
giving their marks and they therefore can be considered to have high reliability in
marking.
The reference style used in this research
It is my responsibility to clarify here that the reference style used in this
research adopts the one established by the American Psychological Association
(APA). For example, the American National Standards Institute (ANA) (1977), a
member of the APA, states that for 7n-Text Referencedifferent methods are
commonly used. One of these methods is "...(2) Use of author-date combinations,
keyed to the authors' surnames and to the dates of the publications (for example,
...text (Jones 1974)...)" (p. 32).
The APA (1996:97), in its current publication manual, states that:
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"For a direct quotation in the text, give the author, year, and page number
in parenthesis (paragraph may be used in place of page number for electronic text).
Include a complete reference in the reference list. Depending on where the
quotation falls within a sentence or the text, punctuation differs. When
paraphrasing or referring to an idea contained in another work, authors are not
required to provide a page number. Nevertheless, authors are encouraged to do
so, especially when it would help an interested reader locate the relevant passage in
a long or complex text".
The significance of the study
This study highlights the importance of validity and reliability analyses in the
construction of a test. Therefore the issue that a test is not valid and not reliable
could be overcome in the future.
Limitations of the study
The test which will be constructed and validated is based on the Arabic
language syllabus for first year students at the Academy of Islamic Studies of the
University of Malaya. The sample population involved in the study was limited to
first-year-in-university students, who enrolled during the session of 1998/99. This
research will not evaluate other aspects of Arabic that the students may have
acquired.
Overview of the chapters
In Chapter One, 1 present a brief overview of trends in language testing. The
topics discussed in this chapter cover issues belonging to the pre-scientific period in
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testing, followed by the psychometric-structuralist era, and lastly the integrative
sociolinguistic trend. Several examples of test are briefly discussed, thus giving the
researcher a general guide as to the way test items should be constructed. I end the
chapter with a discussion of three types of test: placement test, proficiency test, and
achievement test.
Chapter Two is concerned with the analysis of the tests at the Academy of
Islamic Studies (AIS). The main purpose of the analysis is to prove the earlier claim
that tests carried out at the Academy lack the important characteristics of a good test.
Two types of test, placement tests and achievement tests, are used in the analysis. To
prepare the ground for carrying out the above task, I describe the validity and
reliability of such test which are the prime considerations in language testing.
In Chapter Three, the focus is on the first part of the research, i.e. the
construction of the placement test at the AIS. At the beginning of this chapter, a
detailed test specification is laid down to guide the researcher towards the
construction of the test. Four elements are discussed: item writing, the content and
description of the test, the analysis of behavioural objectives, and methods of scoring.
One set of prepared tests is given at the end of the chapter.
Chapter Four focuses on piloting the draft test and the analysis of internal
validity. Three sample groups, participated in this study, representing different levels
of scholastic, academic backgrounds, nationalities, and proficiency in Arabic. Two
types of validity, face validity and content validity, are analysed. Several statistical
tools such as item facility, item discrimination, and distractor efficiency are employed
for the purpose of internal analysis. As a result of the analysis, some test items have
been modified or discarded.
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The discussion in Chapter Five begins with the administration of the final
version of the test on the real samples. This is followed by three types of analysis: the
correlation analysis between the sub-tests, the test's reliability analysis, the external
validity analysis of the test which involves concurrent validity and predictive validity.
In Chapter Six, I set the passing marks, which is the last task in the
construction of any test. Several procedures are mentioned and the most appropriate
methods are selected to assign the grades. Finally the conclusions pertaining to the
topic of this research are discussed. In the concluding chapter, the problems of this
research together with suggestions for future study are put forward.
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1. CHAPTER ONE: REVIEW OF THE LITERATURE
1.1 Introduction
This chapter attempts to discuss the advances made in the area of language
testing. The discussion will focus on two major aspects of language testing: trends
and approaches in language testing and types of language testing. Since psychometric
procedures are involved in interpreting the results of measurement activities, this
chapter will also touch on these. Two examples of test of the most recent trend in
language testing, dictation and cloze tests, will be discussed. At the end of the
chapter, three major types of language test, namely placement, proficiency, and
achievement, will be described. The purpose of discussing them is to provide some
preliminary information for the construction of a sample of a test in the next chapter.
1.2 Trends in language testing
It is interesting to note here that practices in language testing seem to develop
from trends in language learning and teaching and developments in language theory
(Upshur, 1972; Davies, 1968, 1977). Upshur, for example, suggests that, "Trends in
second-language testing tend to follow trends in second-language teaching, and ...—at
least in recent times—trends in second-language testing have tended to follow trends
in linguistics" (1972: 435). Language testing has thus become one of the most fruitful
areas in which linguistics may be applied in language teaching. Moreover, it has
become one of the areas where the relevance of linguistic theory can quickly be tested
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in practice, and the difficulties in practice can easily be referred to theory (Spolsky,
1978).
In the light of developments in linguistic theory and language teaching and
testing research, Spolsky (1978) divides language testing into three major trends or
periods, namely the pre-scientific, the psychometric-structuralist, and the integrative-
sociolinguistic. He adds that the trends follow in order but overlap in time and
approach. The third trend seems to him to pick up many elements of the first, and the
second and third co-exist and compete. Moller (1981) however, adds a fourth trend,
namely the communicative, which in Spolsky's view is considered to be the second
part of the third trend. "The second part of the trend [the integrative-sociolinguistic]
is concerned with the need to test communicative competence" ( Spolsky, op. cit: ix).
The discussion below will attempt to illustrate these three trends.
1.2.1 The pre-scientific
The pre-scientific trend, which belongs to the traditional approach of language
testing, has dominated the language testing field for many years. Harris (1970) gives
some examples to show the domination of this trend of test:
"...the grammar-translation method of instruction provided the basis for most tests
of foreign language proficiency developed up to, and during, World War II. Thus,
for example, of the 19 tests of modern foreign languages reviewed in Third Mental
Measurement Yearbook, published in 1949 (Buros, 1949), only three tested auditory
perception and/or comprehension, and none attempted to measure oral
production. Of the 16 tests of grammar, vocabulary, and reading reviewed in the
third Yearbook, apparently about three-fourths made use of English ... required
translation from English into the foreign language or vice versa..."(p.37)
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1.2.1.1 Forms of these tests.
Moller (1982) and Al-Ghamdi (1986) note that forms of test in this period are
as follows:
(i) translation from the native language of the learner to the second language, and
from the second language to his native language. The texts are normally long, but
single sentences are also given in the tests;
(ii) sentence completion;
(iii) dictation;
(iv) oral interview: "Common ingredients are reading a passage aloud in L2, and
talking on everyday subjects. Marks awarded are frequently not incorporated into
the general result of a language examination but reported separately" (Moller op.
cit: 3);
(v) compositions in the target language at an advanced level, usually on general
subjects, but frequently on literary topics; and
(vi) selected items of grammatical, textual, or cultural interest.
1.2.1.2 The characteristics of tests in the pre-scientific trend
The characteristics of the tests in this period could be explained as follows:
(i) there is a general lack of concern for statistical matters or for such notions as
objectivity and reliability (Spolsky, 1978; Pachinburan, 1985);
(ii) the decision of worth and relevance of the answer of the candidates is usually
vested with language teachers. In Spolsky's opinion, "...it assumes that one can
and must rely completely on the judgment of an experienced teacher, who can tell
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after a few minutes' conversation, or after reading a student's essay, what mark to
give" (p. v);
(iii) the assessment in all these types of tests is highly subjective; and
(iv) the proficiency being tested is not clearly identified (Moller, 1982).
In their review of language tests, Vaughan James and Rouve (1973) were
unable to find any statement of objectives relating to the examinations set for the
General Certificate of Education, Advanced Level, in foreign languages in Britain.
They attributed this to: "The refusal to make a sharp distinction between practical and
cultural aims in modern language teaching" (p. 59)
In a survey of British-based examinations in English for overseas students,
Howell (1975) was also unable to identify clear objectives or specific content in most
of the syllabuses and concluded that it is only reasonable that it should be stated what
such examinations aim to measure.
1.2.2 The psychometric-structuralist
If the first trend was a characteristic of the decades prior to World War II, the
second trend appears during and after it. Harris (1970) states that: "It was during the
War years of the early 1940's that the beginnings were laid for a dramatic change in
the methods of teaching and, subsequently, of testing foreign languages"(p. 37). In
the years during and following the war, rapid scientific and technological advances,
the increase in immigration to North America and Australasia together with more and
more effective means of transportation and telecommunication are some of the factors
which led to greater interchange across national and cultural boundaries and to the
need for more people to speak more languages with a degree of proficiency1. In the
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domain of language testing, the influence of these rapid developments - even in
technology - has become inevitable. Spolsky (1978) refers to this trend as
'psychometric-structuralist'.
This trend is marked by interaction and conflict between two groups of
experts. The first group of experts are psychologists and testers at the same time.
They are responsible for the development of modern theories and techniques of
educational measurement for providing 'objective' measures using various statistical
techniques to ensure reliability and various kinds of validity. Their first thrust was to
show the unreliability of the tests of the pre-scientific trend (Spolsky op. cit.). For
example, studies by Pilliner and by others on the marking of essays in 1952 showed
how unreliable subjective scores can be. The testers' paramount objective in this
period was the statistical measurement of reliability and validity. "Firstly, the shape
of all tests, whether predictive or non-predictive, language or non-language, is
primarily determined by the need to test the tests for reliability and validity (Ingram,
1968, p. 74)". According to Spolsky (op. cit.), this emphasis had two effects. First,
tests like this will require a response in writing and this will limit tests of reading and
listening. Second, the items chosen did not reflect newer ideas about language
teaching and learning. Test constructors added "scientific" elements to language
testing, but left a great number of deficiencies. Carroll (1953) quotes the criticism of
language testing that Robert Lado made in the summary of his doctoral thesis:
"A number of conclusions are reached. They are (1) that a great lag exists in
measurement in English as a foreign language, (2) that the lag is connected with
unscientific views of language, (3) that the science of language should be used in
defining what to teach...." (Carroll, 1953) in (Spolsky, 1978).
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Carroll's remark on Lado's dissertation marks most clearly the emergence of
the second stage of the 'scientific' trend, which Spolsky (1978) sees as the addition of
linguistic principles to language testing.
The second group is constituted by linguistics studies which add notions from
the science of language to those from the science of educational measurement. This
group, led by Lado, accepts completely the psychometric principles laid down by
psychologists as a basis for testing. Lado, for example, explains these principles
clearly enough for language teachers and even linguists to understand. However,
"...he leaves no doubt that linguists, with their understanding of the nature of
language, must be the ones to set the specifications for language tests" (Spolsky,
1978). In view of the marriage of the two fields, i.e. psychometrics and linguistics,
the discussion below attempts to look, briefly, at some of the work done by experts in
psychometrics and linguistics.
1.2.2.1 Psycholinguistic basis
There are various types of school for the assessment of language command.
They range from translating sentences or passages, writing essays, dictation, etc. to
choosing the correct answer from a set of multiple choice questions, with each
question testing some highly specific point of syntax, morphology, or vocabulary.
Ingram (1978) attempts to deal with some of the interpretations of the term
'psycholinguistics' with a view to relating them to testing practices. This needs to be
done, according to her, because the psycholinguistic bases for the practices in testing
are not always clear.
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According to Ingram (op. cit ), there are two views towards the term
psycholinguistics. The first is linked to generative linguistics, and owes its origin to
Chomsky (1965, 1968). The second originates from Carroll, who is believed to have
been the first to use the term in print in 1953. Carroll sees psycholinguistics as simply
a word used to cover any area of joint interest to psychologists and linguists,
regardless of theoretical orientation and degree of formality (Ingram, 1978).
Chomsky views language as a infinite set of well-formed sentences. In his
view, it is the job of the linguist to describe the universals of language. Further, he
believes that the ultimate aim of linguistics is to contribute to the study of the human
mind. A grammar, for example, according to him, must not only be descriptively
adequate, it must also have explanatory adequacy: it must explain the processes that
underlie the functioning of the 'native speaker-hearer' (in Ingram, 1978). This
obviously gives psycholinguistics a very central place. Ingram elaborates the
Chomskyan interpretation as follows:
"psycholinguists within the generative framework have accepted Chomsky's
presuppositions about the nature of language and language use... They also accept
one further characterisation of native speakers—that they possess a language faculty
which consists of a competence component and a performance component, (p. 2)
1.2.2.1.1 Psychometrics in language testing
The term 'psychometrics', in the language testing context, generally refers to
"any and all utilizations of numerical data and related logical operations in the service
of developing, using, and interpreting the result of measurement activities..." (Clark,
1978, p. 15). Clark (op. cit.) in his article, Psychometric Considerations in Language
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Testing, shows how the psychometric basis is involved in the assessment of language
testing. Three types of testing are used in his study to identify aspects of
psychometric practice most suited to the development, use, and interpretation of test
instruments. These are prognostic, achievement, and proficiency testings. For
prognostic measurement, psychometrics uses test instruments to determine, through
correlational techniques, the level of language accomplishment that students would be
expected to attain if they were to follow particular learning programs ( op. cit). In the
area of the achievement testing, "a major psychometric concern is that of
appropriately sampling [ a ] content within the confines of an administratively-feasible
test" (op. cit: 29). In the psychometricans' point of view, the use of multiple choice
techniques is not considered well-suited to diagnostic testing, which is one type of
achievement testing, because of statistical and logical factors. Instead completion
exercises such as 'fill-in' and other 'constructed responses' techniques are considered
more appropriate, even though they lack the scoring speed and convenience of the
multiple choice format (Lado, 1961, Clark 1972, 1978, Valette, 1977). In proficiency
testing, the psychometric basis involves measuring the student's ability to utilize the
tested language. In direct proficiency testing, for example, the psychometric practice
will dictate how the test represents real life language-use. It will also ensure that
scoring procedures for direct proficiency tests must show actual communicative
criteria and a high level of both intra and inter-rater reliability. The use of
psychometrics will apply to indirect proficiency tests as well. These tests such as the
cloze tests (Taylor, 1953), the reduced redundancy test devised by Spolsky and others
"...derive validity as proficiency measures through a correlational relationship with
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direct proficiency tests, rather than through the face/content validity..." (Clark, 1978:
29).
1.2.2.2 The linguistic basis
In view of the role of linguists in language testing, Lado's contribution has
been acknowledged by scholars in this field as that of a pioneer. Cognizant of the
value of validity and reliability and the role of statistical techniques to achieve quality
in tests, Lado nevertheless insists that linguistic and not statistical techniques should
determine the content of a test. According to Lado, the role of statistical techniques
would be to serve in "...the refinement of tests, not in the selection of language
problems" (Lado, 1957: 5)
His approach towards language testing consists of the separation of the
complexities of language into segments. He views language as 'a system of habits of
communication'.
"These habits permit the communicant to give his conscious attention to Lhe over¬
all meaning he is conveying or perceiving. These habits involve matters of form,
meaning, and distribution at several levels of structure..." (Lado, 1961: 22)
As a result of this approach, he applies contrastive analysis in designing tests.
A structural contrastive analysis between the learner's mother tongue and the target
language serves as a filter as to what is to be tested. According to Lado, structure
should not be restricted to grammatical structure (syntax), as seen by test developers
in the pre-scientific trend; rather, it covers the different components or levels of the
language as a whole (Al-Ghamdi, 1986). This means that testing will cover elements
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of both language and linguistic skills. Under elements, Lado includes "...sounds,
intonation, stress, morphemes, words, and arrangements of words having meanings
that are linguistic and cultural" (Lado, 1961: 25). Each of these elements of language
constitutes a variable, summed up under pronunciation, grammatical structure, the
lexicon, and cultural meanings respectively. Under linguistic skills, Lado suggests
that a teacher deals with the integrated skills of speaking, listening, reading, and
writing. These skills can be tested as separate universes, although they never occur
separately in language (op. cit).
In an attempt to support and strengthen Lado's view, Moulton (1961: 86)
quotes five fundamental linguistic principles "in the forms which came to be the
slogans of the day". These five principles are:
(1) a language is a set of habits;
(2) language is speech, not writing;
(3) a language is what its native speakers say, not what someone thinks they ought to
say;
(4) languages are different;
(5) teach the language, not about the language.
Harris (1970) stresses that these five principles are still regarded as valid and
basic by most applied linguists today and he suggests that these principles may
therefore "provide a useful set of criteria against which to judge the extent of
linguistic orientation of today's foreign language tests" (p. 38).
The structural linguists, led by Lado, were highly influential, both in terms of
getting across their views on the nature of language and in terms of linguistic
description. Ingram (1978) writes:
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"The view that spoken language is primary led to a considerable increase in
emphasis on spoken skill, which in turn led to the construction of tests for spoken
language. Three-quarter of Lado's (1961) pioneering work on language testing is
devoted to the description of testing formats which deal with spoken language in
some way" (p. 7).
However, some of the ideas put forward by linguists have been exposed to
criticism. For example, the choice of the contrastive analysis hypothesis as one of the
central assumptions of their work in language testing has made them liable to criticism
directed not only at their general theory (for example, Hamp, 1968; Di Pietro, 1971)
but also at its application to testing (for example, Upshur, 1962) (Spolsky, 1978). In
view of its application to testing, Upshur (1962) criticises the attempt by linguists to
make contrastive linguistics universal. Upshur argues that linguists' views of the
universalisation of contrastive linguistics has given rise to the implication "...that
different language backgrounds, because of their differing linguistic habit structures,
will present different transfer problems in the learning of the target language" (p.
126). Upshur believes that contrastive analysis is valid for subjects having the same
native language background and the same amount of knowledge of the target
language. However, the dilemma occurs when the students have different language
backgrounds and have different orders or amount of target language learning. Upshur
concludes his argument by saying:
"It is an impractical method for determining test content when students from many
language backgrounds are to be tested, and it is a theoretically invalid method for
determining test content when students of a single native language background are
to be tested; hut the theoretical invalidity of the hypothesis does not mean that it is
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useless in the construction of language tests. It only means that results of tests
constructed by this method will be subject to errors of interpretation when viewed
as strict measures of comparative learning required of the examinees", (p. 127)
Despite this criticism, the psychometric-structuralist trend has had a significant
effect in language testing. One effect of the new psychometric trend was to cause
many parties to seek ways of improving reliability and validity in constructing
language testing. Multiple marking, analytic marking, structured interviews and
guided writing tasks were developed. The major achievement of this trend has
probably been the production of a number of well-designed, standardized tests.
"Most of the standardized language tests of proficiency have been and are still being
constructed in this manner, i.e. the complexities of language are analysed into levels
and skills and are tested independently..." (Al-Ghamdi, 1986: 63). Some examples of
these tests, in English language, are the MLA Foreign Language Tests for Teachers
and Advanced Students, the Test Of English as a Foreign Language (TOEFL)
developed by the Educational Testing Service, Princeton, and College Entrance
Examination Board Achievement Tests in various languages. Spolsky (1978) is of the
view that these tests are all good-quality tests in this tradition, widely and confidently
used to measure student progress and programme success. The TOEFL, for instance,
is now given four times a year at 112 centres in the US and 260 overseas (op. cit ).
Other tests are the Edinburgh Proficiency Test Battery (EPTB) devised by Alan
Davies (1964, 1965), 'Michigan Test' devised by Upshur and John (1961) and the
English Language Battery (ELBA), constructed by Ingram and used by the University
of Edinburgh.
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1.2.2.3 Characteristics of psychometric-structuralist tests
Tests in this trend can be characterised by:
(a) stress on discrete linguistic points, i.e. phonology, grammar, lexicon, and
integrated skills, listening comprehension, and writing;
(b) bias towards testing receptive skills and testing linguistic elements through
receptive skill tasks;
(c) extensive use of objectively scored tests; emphasis on greater test reliability and
validity; and
(d) control by linguists and psychometricans in construction of tests.
1.2.3 The integrative sociolinguistic approach
Language testing has seen the development of another trend: the integrative
sociolinguistic approach. The word integrative was first used by Carroll (1961) who
raises the issues of the ineffectiveness of discrete-points tests which has been
discussed in the section above on the psychometric-structuralist trend. The word
sociolinguistic is associated with trends in contemporary linguistics which stress the
importance of a sociolinguistic approach to the construction of language assessment
procedures. Spolsky (1978) attributes the word integrative to the language
competence trend, which is connected to various views in psycholinguistics. He adds
that this trend "...is based on a belief in such a thing as overall language proficiency,
and a feeling that knowledge of a language is more than just the sum of a set of
discrete parts", (p. viii) The sociolinguistic trend is ascribed by Spolsky to the
'communicative competence trend', "...it accepts the belief in integrative testing, but
insists on the need to add a strong functional dimension to language testing", (op. cit:
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viii). However, Valette (1977) and Davies (1978) attribute integrative tests to 'global
tests'.
As stated above, the issue of the ineffectiveness of discrete-points tests was
first mentioned by Carroll (1961). He argues that discrete structure tests fail to meet
a number of basic criteria for measurement of language knowledge. He stresses
therefore, the need for tests which do not focus on structural and lexical items only,
but also on the overall communicative ability of the testees. It is the combination of
these two features, the structural and the communicative, which gives rise to the term
integrative and where one pays attention not to specific structural or lexical items
only, as in the structuralists' approach, but also to the 'total communicative effect of
an utterance'. The discussion below will attempt to look briefly into the reasons
behind the appearance of this trend.
1.2.3.1 Integrative approach and sociolinguistic foundation.
It is interesting to note that when Caroll and others were criticising works by
structuralists and behaviorists in designing tests, the teaching and learning of language
at that time were in some ways dominated by these two groups. Scholars from
structuralist groups like Fries (1945) and Lado (1961) claim that learning language is
a matter of mastering the sound system, the form, and the structural devices of the
language. For example, Fries states that someone has learned a language when :
"... he has thus first, within a limited vocabulary, mastered the sound system (that
is, when he can understand the stream of speech and achieve an understandable
production of it) and has, second, made the structural devices (that is, the basic
arrangements of utterances) matters of automatic habit." (p.3) in Spolsky (1973:164)
27
It is obvious from this statement that Fries arrives at this position after first
showing the inadequacy of the notion that knowing a language means knowing its
vocabulary (Spolsky, 1973). However, he maintains a related notion, that knowing a
language involves knowing a set of items.
Fries's view of language learning has been challenged by some scholars.
Spolsky (1973) argues that if we consider the learning of language to be a matter of
listing items and listing patterns for arrangement, then we can say that someone has
learned the language when he manages to list down the 'sound system' and the
'structural devices'. He adds that "...the list of phonemes would be quite small, no
more than sixty or so items, so that it would be quite easy to test each item..."(p.
165). However, according to Spolsky, the criteria for knowing a language are usually
determined quite differently. Spolsky adds that statements such as: "I know enough
French to read a newspaper," or "He can't speak enough English to ask the time of
day" refer to language use and not to grammar or phonology. This implies that in
investigating someone's ability in language, we will not usually say : "He has
memorised all phonetic elements of the language" or "He has memorised all grammar
topics". All of this suggests the impossibility of characterizing levels of knowing a
language in linguistic terms, that is, as mastery of a criterion percentage of items in a
grammar and lexicon.
In analysing Fries's description of learning a language, Spolsky (op. cit.)
concludes that there are many reasons why Fries's approach, which sees that learning
language is a matter of mastering the sound system and the structural devices, has not
proved successful, ". . .one of the fundamental reasons is that it [Fries's approach] fails
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to take into account two vital truths about language, the fact that language is
redundant,2 and the fact that it is creative" (p. 167).
In order to decide whether a learner knows enough of the language, some
approaches have been put forward. One approach is to give him a language-using task
to perform.
"A more promising approach would be to work for a functional definition of levels:
we should aim not to test how much of a language someone knows, but to test his
ability to operate in a specified sociolinguistic situation with specified ease or
effect" (Spolsky, 1968, p. 93).
Another approach is what Carroll (1961) calls the 'integrative approach test':
to attempt to characterise in linguistic terms the knowledge of the language required
to function in the linguistic knowledge which correlates with the functional ability (op.
cit). Spolsky (1967) applies one method based on two assumptions:
(i) "that there is such a factor as overall proficiency in a second language, and
(ii) that it may be measured by testing a subject's ability to send and receive
messages under varying conditions of distortion of the conducting medium." (p.
39)
Based on these assumptions, Spolsky devised a test in 1967 consisting of fifty
sentences which are controlled for vocabulary and sentence structure, recorded on
tape and to which white noise is added with varying signal to noise ratios. The testees
have to write down what they heard (Moller, 1982). The test shows that the more
noise was added, the more mistakes were made; it also shows that some non-native
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speakers did as well or better than native speakers when there was no added noise.
"This is to be explained by the non-native's inability to function with reduced
redundancy..." (Spolsky, 1973, p. 170). However, with the assumption that the
sentences in this test represent a sample of the language, there are certain practical
difficulties. Firstly, as Spolsky (1968) notes, it is not clear whether errors are
ascribed only to the noise level. Secondly, since all the sentences in the test are not
related to each other, the context of each has to be decided by the testee. Hence the
sentence becomes difficult to recognise, and the whole sentence may be
misunderstood. Thirdly, the scoring procedure for this kind of test is not an easy one
(Moller, 1982).
Explorations have been made to refine this type of test. At Indiana University,
where the test was developed, testees were presented with alternative sentences on
the answer sheet and had to select the one they thought they had just heard (Moller,
1982). A further refinement has been developed at Bar-Ilan University in Israel.
Testees listen to a tape recorder with white noise added and at intervals the tape
recorder stops. The testees then read four alternatives and choose the one they think
they have just heard (Whiteson, 1972, and Seliger, 1975).
The original test, which was devised by Spolsky in 1967, was revised again in
1977. New items were written in such a way as to increase the face validity of the
test in terms of the situation in which it is most often used (Gaise, Gradman, and
Spolsky, 1977). While the items in the first test were discrete sentences, the items in
this test appeared to be more contextual:
"Items which presumably take place in the classroom deal with both general
30
classroom procedures and specific subject matter taken from a variety of fields -
linguistics, history, science, music, and so on. Other items deal with situations
which could take place in stores, the bank, the post office, and offices" (op. cit., p.
53).
In order to determine the effect of added noise, one form of the test was
prepared without noise. Moreover, the subjects were a mix of native speakers of
English, non-native speakers no longer enrolled in remedial English, and non-native
speakers still enrolled in remedial English. Gaise, et al (1977) note that the findings of
the revised test show: (1) the use of background noise seems to have had little effect
on the measurement of overall proficiency for the testees. "While there was a slight
improvement on performance on the ten sentences without noise..., the improvement
appeared to be minimal" (op. cit: 55); (2) the test does differentiate effectively
between native and non-native speakers of English; and it differentiates between non-
native speakers as well; (3) the most significant finding of the study, according to
Gaise et al, may be that the best way to give a dictation test is to contextualise it.
The following discussion considers two types of tests which are very popular
in the integrative-sociolinguistic trend. They are the dictation and cloze tests.
1.2.3.2 Dictation
Dictation can be defined as:
"...a technique used in both language teaching and language testing in which a
passage is read aloud to students, with pauses during which they must try to write
down what they have heard as accurately as possible" (Richard et al. 1985:81)
Another definition of dictation is given by Taylor (1980). He views dictation
as:
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"(i) reading a passage aloud, (ii) dividing the passage into phrases suitable for
committal to STM (short-term memory) and re-reading phrase by phrase with gaps
long enough for subjects to record the preceding phrase in writing, (iii) optionally
re-reading each phrase as being written, and (iv) re-reading the whole passage in
(i)" (P. 88).
Dictation is one of the oldest techniques known for testing progress in the
learning of a foreign language (Stansfield, 1985). It is believed that until the end of
the Middle Ages dictation was used to transmit course content from teacher to pupil
in the first language classroom. Dictation was also the common way of writing a
book in the medieval scriptorium, a room in a monastery where a master usually
dictated to a group of writers (Kelly, 1969).
It is important to note here that the use of dictation as a foreign language
testing device cannot be separated from the history of the trends in foreign language
teaching and learning. Because of this, dictation may become popular with a
particular trend and may disappear or become unpopular with other trends. "It is like
a mini-skirt in fashion; once it was liked by many people, then it disappeared, and
recently it has become popular again" (Fachrurrazy, 1989: 48).
When the grammar translation method was used widely in teaching foreign
languages, dictation was used extensively. At that time, dictation was used as a
technique for teaching and testing a foreign language, along with translation essays,
oral interviews, sentence completion, and questions on appreciation of literature and
culture (op. cit. 1989). It is assumed that writing accurately from dictation would
have to be taught to students just as it was taught to writers in the Middle Ages
(Stansfield, 1985). The use of dictation as a foreign language testing device was
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almost totally rejected during the reign of the natural method. This method, which
became popular in the second half of the nineteenth century, discouraged the teaching
of reading and writing in the foreign language. Gouin (1894), in (Stansfield, op. cit:
121), who was one of the pioneers of this method, indicates clearly his rejection of the
use of dictation:
"No more dictation lessons. This deplorable exercise is severely interdicted... It
would be better simply to copy; the pupil at least would not make mistakes, and to
copy he does not need a master. During the time that he scribbles and blots on a
page under dictation, he might assimilate it and read it over twenty times.
Therefore we have no more corrections, no more recitation, no more dictation" (pp.
331-32).
Dictation regained popularity when the direct method was in favour at the
very end of the nineteenth century. This method was considered by its proponents to
be more scientific than the natural method since it included the teaching of phonetics.
"Phonetic dictation is very stimulating to pupils, and serves as a useful test of their
acoustic powers" (Sweets, 1899) in (Stransfield, op. cit: 122). In one study conducted
on French and American pupils and college freshmen, Brown (1915) found how
dictation lessons can improve students' learning of language, especially in writing. In
his observation of French classes, Brown noticed that the French approach to the
teaching of composition consisted of the daily use of dictation from primary school
onwards. Because of this, French children of ten or twelve could write a difficult
passage with almost perfect accuracy. Brown constructed an English passage and
dictated it to twenty-eight pupils of eleven and twelve years old and found that eleven
of them wrote the passage without error. He then conducted a dictation test with the
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same passage on five hundred boys and girls of the same age in eighteen different
schools in the United States. Of the total number of papers obtained only eleven were
perfect. With the same passage, Brown conducted a dictation test on five hundred
college freshmen and found only forty seven of those papers were perfect. Brown
concludes:
"This comparison and others of a similar kind that I have made are sufficient to
convince one beyond doubt that the French boy of eleven or twelve has gained
materially over the American boy of the same age in writing language accurately"
(p. 61) in (Stransfield, op. cit: 123)
Dictation became popular again in the 1930s and 1940s when the reading
method was used in foreign language teaching. However, "during the 1960s, the use
of dictation began to decline sharply because of the development and widespread
adoption of the audio-lingual method..." (Stransfield, op. cit: 123-24). This method,
which was influenced by two schools of thought: the structuralist (linguistics) and the
behaviourist (psychology), argues that dictation appears to lack any relation to the
type of behaviour that human beings normally use to communicate, appears to
measure few aspects of language, and does not test word order and vocabulary since
they are given (Lado 1961). in addition, dictation was regarded as generally both
uneconomical and imprecise, a very indirect and inadequate test of any important
skills and as primarily a test of spelling (Anderson 1953, Somaratne 1957, and Harris
1969). The general view about dictation among textbook writers in Europe during
the 1960s was almost the same: they did not give dictation any favourable treatment
(Stansfield, 1985). Bennet (1968) and Otter (1968) complain that dictation has little
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relation to any real life activity and seems to be an extravagant use of examination
time Because of this, dictation, during this period, was strongly critised - especially
from the standpoint of language testing.
In the 1970s, with the development of the integrative socio-linguistics trend,
interest in dictation returned again. The integrative approach, which involves the
testing of language in context, does not separate language skills into neat divisions;
instead, this approach is often designed to assess the learner's ability to use two or
more skills simultaneously (Fachrurrazy, 1989).
"The integrated skills thus involved in the test of dictation include
listeningcomprehension, the auditory memory span, spelling, the recognition of
sound segments, and a familiarity with the grammatical and lexical patterning of
the language" (Heaton, 1979:185)
Scholars of this period like Oiler, Irvine, Atai, Valette, and Cohen conducted
several series of studies on dictation and concluded that it was a good measure of
listening comprehension and overall language proficiency. While Lado (1961) and
others, as cited above, describe dictation as a poor measure of language proficiency,
Oiler (1971) and others have proved, through scientific studies, that dictation can be
used as a device for testing overall language proficiency. Based on a theory in the
field of cognitive psychology, it is assumed that dictation can tap the learner's
internalized grammar of expectancies at work during the listening process (Oiler and
Streiff 1975). They also noted that it is easy to construct, administer, and score. Oiler
(1971) notes that with dictation, the student is tested for his ability in three things:
"...[he or she must] (a) discriminate phonological units, (b) make decisions concerning
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word boundaries in order to discover sequences of words and phrases that make
sense, i.e. that are grammatical and meaningful, and (c) translate this analysis into a
graphemic representation" (p. 259). Oiler (1971) conducted one study on the English
as a Second Language Placement Examination (ESLPE) in the Elniversity of
California at Los Angeles (UCLA) in 1968. The examination consisted of five parts.
These were composition, vocabulary, phonology, dictation and grammar. Oiler
found that "...dictation correlated more highly with each other part of the test than did
any other part" (p. 254). In other words, when the correlations between each section
and each other section were rank-ordered, the dictation came out first in every
possible category. In another study, Oiler intercorrelated scores of about eight
hundred new foreign students on the ESLPE between 1969 and 1971, and came up
with an average correlation between dictation and total score of .91. In another study
on a group of students of English as a foreign language in Iran, Irvin, Atai and Oiler
(1974) correlated their scores on dictation with the scores on the various sections of
the TOEFL and found that dictation correlated best with the student's listening
comprehension and total TOEFL score. In another earlier study on dictation, Valette
(1964) reported that dictation results can be used as an alternative to the final
examination. She notes, "For students possessing minimal experience with dictee, the
dictee can validly be substituted for the traditional final examination..." (p. 434). In a
later study, Valette (1967) reports that she also noticed a high correlation (.90)
between scores on a dictation and combined listening, reading, and writing scores on
a German examination. One of the latest studies using dictation as a device for testing
foreign language proficiency demonstrates that this method is a reliable and valid
language testing technique (Fouly and Cziko 1985). In this study, the researchers
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construct what they call a 'graduated' dictation test, which contains fourteen
segments ranging in length from 2 to 21 words with the shortest segments at the
beginning of the text and the longer ones towards the end. The entire duration of the
test is approximately 20 minutes. To obtain validity, the scores of the graduated
dictation test were correlated with scores of other tests: Illinois English Placement
Test (IEPT) and three sub-tests of TOEFL, i.e. listening comprehension, reading
comprehension, and structure and written expression, as well as the total TOEFL
scores (op. cit.). Fouly and Cziko comment that:
"Moderately high and statistically significant (p < .01) positive correlations, all
within a fairly narrow range of .50 to .60 were found between graduated dictation
scores and scores obtained on all other measures.... It is of interest to note that the
dictation test yielded these consistently high correlations using only 14 items, far
fewer items than contained in any of the other measures (the next lowest number of
items being 30 for the cloze test)" (p. 561-62)
In terms of reliability, the internal consistency of the 14 segments showed a
moderately high reliability coefficient of .85. (op. cit.).
The survey cited above draws the following conclusions. Firstly, dictation is
widely used in both language teaching and testing. Secondly, since its validity is so
widely accepted, dictation is highly recommended for use on locally constructed
proficiency tests utilized for placement purposes (see Harrison 1983 as an example)
and dictation is beginning to appear on standardized tests of language proficiency (see
Lombardo 1981 as an example). Thirdly, as cited by Oiler and others above, dictation
correlates positively with more than one aspect of testing in foreign language
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(phonology, vocabulary, grammar). Thus dictation is considered a valid measure of
overall proficiency3.
1.2.3.3 Cloze test
The word 'cloze' is derived from the word "closure" (Taylor, 1953). One of
the definitions of cloze tests is:
"A method of intercepting a message from a transmitter (writer or speaker),
mutilating its language patterns by deleting parts, and so administering it to
receivers (readers or learners) that their attempts to make the patterns whole again
potentially yield a considerable number of cloze units" (op. cit: 416).
The cloze test has been used for various purposes. In a through survey of the
literature, Alderson (1978) notes that the use of the cloze test was initiated sometime
in 1897 by Ebbinghaus. Alderson reports that Ebbinghaus used a 'gap filling'
technique for the measurement of intelligence. Aiderson has also reported that
researchers such as Brown (1910), Ballard (1920) and Hamilton (1929) studied the
use of the cloze test including sentence completion and gap filling. Anderson (1970)
however, argues that gap filling and sentence-completion test are not the same as the
cloze test. "In both blank-filling and sentence-completion tests, words for deletion are
chosen quite subjectively. With cloze procedure words are deleted mechanically" (p.
180).
In the 1950s,Taylor (1953 and 1956) used the cloze test as a device for
measuring the readability of texts. Later, Taylor (1959) suggested that this kind of
test can also be used as a measure of reading comprehension in the learning of foreign
languages.
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However, as in the case of dictation, the use of the cloze test began to decline
sharply because of the development and widespread adoption of the audio-lingual
method in the teaching and learning of English as a Second Language. The
development of psycholinguistic testing as a series of discrete structures contributed
to the decline of the use of cloze test as a test device. The cloze technique was not
even mentioned in many standard textbooks on language testing (eg. Lado 1961;
Valette 1967; Harris 1969), nor was it discussed in the most widely used language
teaching manuals (eg. Lado 1964; Brooks 1964; Rivers 1968) (Oiler and Conrad
1971). Only a few studies in the sixties and early seventies were conducted on the use
of the cloze test. The study has used students for whom English is a second or
foreign language as a sample (Anderson 1970). However, towards the end of 1960's,
the cloze test started to be used as a result of the boost given to it by Darnell (1968)
and Anderson (1969) who recognised its potential as a measure of proficiency in
testing English as a Second Language. In Darnell's (1968) study using a cloze test
and modified scoring system, he reported satisfactory reliability and high correlation
(.83) with the TOEFL total test score. Since then research into the cloze test has
been pursued extensively and the cloze test became one of the most talked about tests
in the 1970s and 1980s (Pachinburavan, 1985). Allen (1968), for example, proposed
using fill-in-blank tests instead of the multiple-choice types. Estrada (1969) tested the
difficulty of various sentence types for Navajo children using the cloze method.
Crawford (1970) used the same method to measure the reading comprehension in
English of Spanish-speaking American children, and to determine appropriate levels of
instructional materials for them.
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Many scholars regard cloze procedures as a good, valid and reliable test.
Anderson (1970) values the cloze test as "...one of the most promising techniques to
emerge in recent years for measuring comprehension and reading difficulty" (p. 181).
In English as a Second Language (ESL) proficiency testing, the use of the cloze
technique is applicable and the cloze test can be used in the placement of non-native
speakers of English and in the diagnosis of their special language problems (Oiler, and
Conrad, 1971; Oiler 1973; Oiler, Atai and Irvine 1974; Aitken 1977; Stubbs and
Tucker 1974). Aitken (1977) who has constructed, administered, and scored over a
thousand cloze tests to ESL students has found that this kind of test is extremely
simple, and valid in the proficiency test. The cloze test is also found to have very high
concurrent validity. In Shohamy's study (1983) using texts in Hebrew, she found high
concurrent validity between cloze test and oral interviews.
Alderson (1979) stresses that three factors are important in the construction of
cloze test to ensure its reliability and validity. These are:
(1) The selection of the cloze text
It is important for test constructors to note that the results from a cloze test
based on a carefully selected text would correlate highly with other tests while a
randomly selected passage would correlate less highly and discriminate less well
(Johnson 1980). Johnson adds that it "...seems likely that, given a highly selected
passage, variation of the deletion rate might not affect the results to a statistically
significant degree, while this would be less likely if a passage were selected at
random" (p. 179). Test constructors need also to consider several factors before
choosing a text, for testing purposes, for a particular group. Among these factors are
intellectual content, cultural content, linguistic difficulty, register and level of
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formality, and idiosyncrasies of style, eg. lists of items and a high proportion of
idioms, proper names, and numbers (op. cit.). The stress in this type of test is on
content validity. If these factors are not taken into consideration in choosing a text,
the cloze test might not satisfy the basic prerequisites for a claim of objectivity and
hence would be qualitatively subjective (House 1977). Another factor which may
affect the objectivity of cloze test is bias. Bias arises when:
(i) the selection is consciously or unconsciously influenced by human choice;
(ii) the sampling frame which serves as the basis for selection does not cover the
population adequately, completely or accurately (Moser and Kalton, [1971], in
Johnson 1980).
Two types of text are usually used for cloze purposes: narrative texts and
expository texts. It is believed that the former are easier to score than the latter
because of the availability of narrative schemes which are an inseparable part of
narrative texts, and that knowledge of these schemes will help readers to interpret a
narrative text (Bullock and Lantolf 1987).
"...with expository texts, the reading task may be more difficult because
comprehension is constrained by the reader's ability to cull and process
information from the microstructure of the text. That is, as far as anyone can
determine, there are no schemas for expository texts" (op. cit. p. 97).
To prove their argument, Bullock and Lantolf developed two cloze tests in
English based on a narrative and an expository text, and administered them to three
groups of students. The result of these experiments showed that the subjects
performed better on the narrative than on the expository text.
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(2) Deletion type and rate
There are two common forms of deletion patterns of cloze tests. The most
commonly used is called a fixed-ratio method which consists of deleting every /?th
word of a prose passage (Oiler 1972; Irvine, Atai and Oiler 1974; Stubbs and Tucker
1974; Pachinburavan 1985). In this pattern, a variety of word deletion frequency is
applied. The most common deletion rate is every fifth word (MacGinitie 1961;
Bormuth 1963; Ruddell 1964; Alderson 1979). It has been found that a deletion
pattern of less than every fourth word, or of more than every tenth word, is either
unmanageable or impractical to construct (MacGinitie, op. cit ). Studies undertaken
of the effect of deletion rates on the mean scores, however, seem to be contradictory.
Oiler's study (1972) for example, finds that deletions between every fifth and every
twelfth word keep results stable. On the other hand, Alderson (1978) claims that
deletion rates do change the results. Regarding the number of deletions in any given
passage, Pack (1973) suggests that whatever system is chosen, the passage length
should be adjusted in such a way as to accommodate about fifty deletions.
Another form is called the variable-ratio method from which the rationale is
used as a basis for justifying the deletion. For example, only function words such as
prepositions, articles, conjunctions etc. are omitted while in other tests only content
words e.g. noun, adverbs etc. are left out. Berkoffs study (1976) (cited in
Pachinburavan 1985) shows that content words are more difficult to restore than
structural or function words. Henzeli (1979) reports that, ranking by degree of
difficulty in restoration, adjectives are the most difficult words to be restored,
followed by adverbs, nouns, verbs, prepositions, pronouns and articles in that order.
However, Waiman (1979) claims that there is no significant difference between the
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restoration of content words and structural words. Some criticisms of the variable-
ratio method of deletion are that it is more difficult, seems to be less valid, and may be
biased in favour of certain grammatical categories (Oiler and Conrad 1971).
(3) Scoring methods
The most common methods of scoring cloze tests are: (i) the verbatim
method, i.e. exact word replacement, and (ii) any contextually appropriate
replacement which covers several kinds of elements such as grammatically
appropriate, semantically appropriate or both together (Anderson 1971, Stubbs and
Tucker 1974, Aitken 1977). Anderson (1971) notices that the two methods give the
same results and recommends the former one because it is easier in terms of marking
Stubbs and Tucker (1974:240) suggest that the verbatim method is as valid as the
other method: "We found a significant, positive correlation (r=.97, p<.01) between
scoring for exact versus contextually-appropriate responses". Oiler (1972) however,
argues that the contextually-appropriate responses method is better for use with
students of second language learning. Alderson (1979), taking into account the types
of responses a student has supplied, describes five scoring procedures for cloze tests.
These procedures are (p. 195):
1. The exact word procedure;
2. The semantically acceptable procedure;
3. The same form class procedure;
4. The acceptable form class, same grammatical function procedure; and
5. The grammatically correct procedure
It is obvious that the last three of these procedures evolved in an attempt to measure
grammatical sensitivity.
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From this discussion, we can say that the cloze test is regarded as a reliable
and valid measure of proficiency. It is easy to construct, requires relatively little time
to administer, and is more objective in scoring and in its presentation (Pack 1973;
Aitken 1977; Stubbs and Tucker 1974). Even though there are weaknesses in cloze
tests as reported by Klien-Braley (1983), numerous researches have confirmed its
reliability and validity.
1.3 Types of test
There are four basic types of language test3: proficiency tests, achievement
tests, diagnostic tests, and placement tests (Hughes, 1992; Gronlund, 1982; Harrison
1983). However, some scholars like Heaton (1979) add another type of test called
the aptitude test and consider placement tests as part of proficiency tests. The area of
the aptitude test, however, is relatively new, and no aptitude measures even in the
teaching of English as a second language could be said to have passed the
experimental stage (Harris, 1988). This section however, will discuss the following
types of test, namely placement, proficiency, and achievement The purpose of
discussing these types of test is to provide some preliminary information before the
researcher can construct and develop a sample of a test in the next chapter. Other
types of test are considered irrelevant to this research, and therefore will not discussed
in this chapter.
1.3.1 Placement tests
Placement tests are designed to measure students' ability in the target
language where the outcome of the tests could be used to place them at a certain level
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of a teaching programme most appropriate to their abilities. Placement tests
"...provide an invaluable aid for placing each student at the most beneficial position in
the instructional sequence" (Gronlund, 1982, p. 3). This kind of test is "...concerned
with the students' present standing, and so relates to general ability rather than
specific points of learning" (Harrison, p. 4). General ability here means that the test
could be based on some or all of the following: information or narration, integrative
tests such as cloze or dictation, something written, and something spoken. Thus this
kind of test looks forward to the course the student is going to take.
Gronlund (1982) believes that placement tests do not assess the students'
ability only but also the planned syllabus. He suggests that before proceeding with the
instruction, teachers need to answer two major questions:
1. To what extent do the students possess the skills and abilities that are needed to
begin the planned instruction?;
2. To what extent have the students already achieved the intended learning outcomes
of the planned instruction?
According to Gronlund, a placement pretest covering the intended learning
outcomes of the planned instruction can answer the second question. Gronlund (op.
cit) stresses that if the outcome of the test shows that students have already mastered
some of the material the teachers plan to include in their instruction, the teachers need
to modify teaching plans, upgrade the syllabus, encourage some students to skip from
certain units or be exempted and placed at a more advanced level. Gronlund (op. cit)
notes also that placement tests are not always necessary if:
1. the teacher knows very well his or her students' achievement after working with
them for a long time;
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2. a course or unit of instruction does not have a clearly defined set of prerequisite
skills; and
3. some areas of instruction are so new to the students that it can be predicted that
none of the students have achieved the intended outcomes of the planned
instruction.
Teachers do not always need to prepare their own placement tests. They can
buy or get them from any commercial supplier as long as they are sure that the test
being considered suits their particular programme. However, Hughes (1992) believes
that no one placement test will work for every institution, and the initial assumption
about any test that is commercially available must be that it will not work well.
1.3.2 Proficiency tests
This type of test is designed to measure people's ability in certain aspects of
language without referring to any training or any instruction they have had before in
that particular language. It is not usually related to any particular past or previous
course because it is concerned with student's current performance in relation to his
future needs (Hughes 1992; Harrison 1983; Davies, 1970,1977). Hughes (1992)
stresses that on this basis, the content of a proficiency test does not necessarily rely on
the content or objectives of language courses which people taking the test may have
followed. It is rather, according to him, based on a specification of what candidates
should be able to do in that test in order to be considered proficient. The word
'proficient' here means, in the case of some proficiency tests, having sufficient
command of the language for a particular purpose. Hence this test looks forward to
"...defining a student's language proficiency with reference to a particular task which
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he will be required to perform" (Heaton, op. cit: 164). It could be said from the
definition above that proficiency tests are in no way related, for future purposes, to
any syllabus or teaching programme. Hence the main concern of the test is whether a
student has enough command of test requirements, for example, language skills, to
follow the programme or to perform his duties.
There are other types of proficiency test which do not have any occupation or
course of study in mind (Hughes 1992). The concept of proficiency in tests of this
kind is more general. These tests are normally conducted by independent examining
bodies and are usually relied on by institutions or employers to make comparisons
between candidates. Some examples of this type of test are the Cambridge
examinations (First Certificate Examination and Proficiency Examination) and the
Oxford English as a Foreign Language (EFL) examinations (Preliminary and Higher).
The function of these tests is merely to show whether candidates have achieved a
certain standard in language learning with respect to certain specified abilities.
1.3.3 Achievement tests.
Achievement tests are formal tests, concerned with assessing what has been
learned of a known syllabus and administered normally at the end of a course of study
(Davies 1977; Heaton 1979; Gronlund 1982; Hughes 1992).
"Achievement testing plays a prominent role in all types of instructional programs.
It is the most widely used method of assessing pupil achievement in classroom
instruction, and it is an indispensable procedure in individualized and
programmed instruction" (Gronlund op. cit: 1)
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There are two types of achievement test: progress achievement tests and final
achievement tests (Hughes op. cit.; Heaton op. cit). The progress test is usually
designed to measure to what extent the students have mastered the material taught in
the classroom. The test is normally prepared by the class teacher and is just as
important as an assessment of the teacher's own work as of the student's own
learning. As for the final achievement test, it could be prepared by class teachers or
examination syndicates. "Thus the typical external school examinations (Ordinary
level or Advanced level in England, and Highers in Scotland), the university degree
exams and so on are all examples of achievement tests" (Davies, op cit: 45).
Although the primary interest of the achievement test is measuring learning
outcomes, very often some further use is made of the same test in order to make
meaningful decisions about the pupils' future (Davies op. cit.). As with teaching for
example, the main purpose of testing is to improve learning, and within this larger
context there are a number of specific contributions which achievement tests can
make (Gronlund op. cit.). For instance,
"Achievement tests [could be used to] support and reinforce other aspects of the
instructional process. They can aid both the teacher and the student in assessing
learning readiness...monitoring learning progress...diagnosing learning
difficulties...and evaluating learning outcomes..." (op. cit: 1)
It should be clear from the discussion above that the content of achievement
tests must be related to the courses with which they are concerned. The problem,
however, is the nature of this relationship. It is a matter of disagreement among
48
language testers whether the content of the achievement test should relate to course
objectives or to a detailed content of a course (Hughes op. cit).
According to some testers, the content of an achievement test should be based
directly on a detailed course syllabus or on the books and other materials used in the
course concerned, giving rise to what is known as the syllabus-content approach.
Hughes (op. cit.) argues that "the disadvantage is that if the syllabus is badly designed,
or the books and other materials are badly chosen, then the results of the test can be
very misleading"(p. 11). Hughes gives some examples to illustrate how successful
performance on the test may not truly indicate successful achievement of course
objectives:
"...a course may have as an objective the development of conversational ability, but
the course itself and the test may require students only to utter carefully prepared
statements about their home town, the weather, or whatever. ...Yet another course
is intended to prepare students for university study in English, but the syllabus
(and so the course and the test) may not include listening (with note taking) to
English delivered in lecture style on topics of the kind that the students will have to
deal with at University. In each of these examples - all of them based on actual
cases - test results will fail to show what students have achieved in terms of course
objective" (p. 11)
The above disadvantages of the syllabus-content approach in measuring
students' performance through achievement tests leads Hughes to suggest that an
alternative approach would be to base the test content directly on the course
objectives. This approach, according to him, has a number of advantages. Firstly, it
compels course designers and language testers to be explicit about objectives.
Secondly, this approach can show how far students have achieved the course
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objectives and in turn puts pressure on those bodies responsible for selecting books
and materials to ensure that these are consistent with the course objectives. Hughes
concludes, "...to base test content on course objectives is much to be preferred: it will
provide more accurate information about individual and group achievement, and it is
likely to promote a more beneficial backwash6 effect on teaching" (p. 11)
1.3.3.1 Basic principles of achievement testing
To ensure that achievement tests contribute to improved learning and
instruction, Gronlund (op. cit.) lists six principles of achievement testing which
provide a firm basis for constructing and using classroom tests as a positive force in
the teaching-learning process:
(1) tests should measure clearly defined learning outcomes that are in harmony
with the instructional objectives;
(2) tests should measure a representative sample of the learning tasks included
in the instruction;
(3) tests should include the types of test items that are most appropriate for
measuring the desired learning outcomes;
(4) tests should fit the particular uses that will be made of the results;
(5) tests should be as reliable as possible and should then be interpreted with
caution, and
(6) tests should improve student learning (pp. 8-13)
Language tests can be distinguished from each other in two ways: in their
connection to a known syllabus and in their relation to time scale. A placement test
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has a known syllabus and concerns the future; a proficiency test is concerned with
assessing what has been learned of a known or an unknown syllabus for future
purposes; an achievement test has a known syllabus and concerns the past.
1.4 Summary of Chapter One
In this chapter, I have discussed three trends in language testing starting with
the pre-scientific, followed by the psychometric-structuralist, and then the integrative-
sociolinguistic. It is obvious from this study that trends in language testing tend to
follow trends in second-language teaching (Upshur, 1972; Davies, 1970, 1977).
Influenced by the old grammar-translation method, the first trend of language testing
focuses on translation, dictation, composition, and oral interview. Tests are
essentially examiner based and are scored subjectively. Almost no attention is paid to
the basic characteristics of good and sound tests such as validity and reliability. The
influence of contrastive linguistics was seen in the second trend, the psychometric-
structuralist. As a result of the inauguration of the audio-lingual theory and structural
linguistics, combined with a rapid advance in modern technology after the World War
two, this trend, led by psychometricians and linguists, tends to show the unreliability
of the preceding trend and seeks to utilise contrastive analysis in designing tests. The
proponents of this trend view language as a system of habits which involves form and
meaning at the different levels of surface structure beginning with the smallest unit,
the phoneme and ending with the largest unit of structure, the sentence. The testing
associated with this trend was labeled the discrete-point test (Carroll 1961). The
development of language testing has seen another trend following Carroll's (op. cit.)
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view of the ineffectiveness of the discrete-points test. Caroll argues that testing
individuals and isolated items, regardless of their function in communication, may not
indicate the testee's ability to use the language appropriately in ordinary language
communication. Carroll therefore suggests the use of testing which focuses on the
total communicative effect of the message rather than discrete sentence components.
The development of the sociolinguistic approach in teaching and learning reflects the
importance of the sociolinguistic dimension to language assessment in language




For example, The Department of Defense and The State Department in America
needed to prepare Army Language Proficiency Test for 31 different languages
between 1948 and 1951 (Moller, 1982).
2
For more information of the term 'redundancy' see Hockett (1958).
3 There are several types of dictation (Oiler 1979): (a) standard dictation, (b) partial
dictation, (c) dictation with competing noise, (d) dicto-comp, (e) elicited imitation, (f)
dictogloss, and (g) combined cloze and dictation.
4
To see the illustration the nature of the revised test, the directions and examples see
Gaise, et al. (1977).
5 Davies (1970, 1977) prefers to use the uses of test instead of type or kind.
According to him, kinds or types of tests would include such terms as Oral tests,
Writing tests, Comprehension tests, and First Language (LI) tests.
6
Hughes (1992) defines backwash as "The effect of testing on teaching and learning"
(p. 1). Hughes adds that backwash can be harmful or beneficial.
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2. CHAPTER TWO: BASIC CONSIDERATIONS IN TEST
DESIGN AND THE ANALYSIS OF ARABIC LANGUAGE TESTS
2.1 Introduction
The aim of this chapter is to analyse some of the Arabic language tests, namely
the placement and the achievement, used at the Academy of Islamic Studies (AIS) and
to validate their face and content validity. Since these types of test are normally based
on the designed syllabus at the AIS, the discussion of the syllabus used for the
teaching of Arabic at the Academy is also included in this chapter. This chapter also
aims to assess the theoretical principles underlying the test construction vis-a-vis
current theories in linguistics, syllabus design and language teaching. To prepare the
ground for carrying out the above task, we will discuss the validity and reliability that
are the prime considerations in language testing.
2.2 Validity
This is the first characteristic of good tests in language testing. It is very
important to have a valid test since if a test is not valid for the purpose for which it
was designed, then the scores it generates will not mean what they are believed to
mean.
2.2.1 The definition of validity
Henning (1987:89) defines validity as follows1:
"Validity in general refers to the appropriateness of a given test or any of its
54
component parts as a measure of what it is purported to measure. A test is said to
be valid to the extent that it measures what it is supposed to measure. It follows
that the term valid, when used to describe a test should usually be accompanied by
the preposition for. Any test then may be valid for some purposes, but not for
others".
This definition and others allow for degrees of validity: tests are more or less
valid for their purposes. This boils down to saying that validity is not an all-or-
nothing matter. "This important point means that users will have to use their own, or
somebody else's, judgement when deciding, on the basis of evidence, on the relative
validity of a test" (Alderson, et al., 1996:170). From this definition, we also derive
the point that the validity of a test ensures its meaningfulness. A test is meaningful
within the terms of what is wanted from the test in question.
2.2.2 Types of validity
On the basis of the above definition, the validity of a test may be said to
concern the following: What precisely does a test measure and how well does it
measure it? A number of types of validation are applied to tests, all of which attempt
to answer the above questions. The terms used for explaining the types of validity
sometimes differ from one tester to another and consequently lead to confusion.
Alderson, et al. (1996) state that over recent years the increasing interest in different
aspects of validity has led to a confusing array of names and definitions. However,
most testers, even if they have used different terms, have identified three main types of
validity: rational or content validity, empirical or concurrent validity, predictive
validity and construct validity (Davies, 1965 & 1977; Thorndike and Hagen, 1986;
Brown 1988, Heaton, 1975; Harris, 1988).
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Rational or content validation measures the test's content to ensure it contains
a representative sample of the relevant language skills. To put it in a different way,
the test developer must answer the question: Is the test a representative sample of the
content of whatever the test is claiming to test? Empirical or concurrent validation
relies on empirical and statistical evidence as to whether the students' marks on the
test are similar to their marks on other appropriate measures of their ability, such as
their scores on other tests known or believed to be valid and given at the same time,
their self-assessment or their teachers' rating of their ability or any other such form of
independent assessment given later (Heaton, 1979, Alderson, et al. 1996). Construct
validity refers to what the test scores really mean. As Alderson et al. ask, if the test is
supposed to test the students' ability to use reference and cohesion in writing, does it
in fact do so? Brown (1988) adds that to understand construct validity, we need to
understand another related concept - psychological construct. A psychological
construct, according to him, is a theoretical level construct that is given to some
human attribute or ability that cannot be seen or touched because it belongs to the
brain.
However, research into test validity has progressed where it may be no longer
useful to differentiate between content and empirical validity, since both methods of
validation may include empirical data. Alderson et al. (op. cit: 171) write:
"Content analyses of tests often include systematic studies of test content, with
experts being asked, for example, to rate the test content in various ways, some of
which can then be evaluated statistically".
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In place of this, a suggestion has been made by some scholars like Alderson el
at. that the terms internal and external or criterion validity could be used, with the
distinction being that internal validity relates to studies of the perceived content of the
test and its perceived effect, while external validity relates to studies comparing
students' test scores with measures of their ability gleaned from outside the test. An
example of research regarding validity, below, shows how the present researchers use
the term internal and external. In her research, Kattan (1990) clearly states that
concurrent and predictive validity belong to the external or criterion-referenced part
while content or rational validity belongs to the internal part. Thus the discussion
below will divide these types of validity into two parts: internal validity, and external
validity.
2.2.2.1 Internal validity
The most common ways of assessing the internal validity of a test are: (a) face
validation, where non-testers such as students and administrators comment on the
value of the test; and (b) content validation, where testers or subject experts judge the
test (see Heaton 1979; Davies 1977; Harris 1988). Henning (1987: 172) adds a third
component, called response validity, "...where a growing range of qualitative
techniques like self-report or self-observation on the part of test takers are used to
understand how they respond to test items and why".
2.2.2.1.1 Face validity
A test is considered to have face validity if the test items look right to other
testers, teachers, moderators, and testees. According to Davies (1977), face validity
is not a theoretical concept. Face validity refers to surface credibility or public
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acceptability and is frequently dismissed by testers as being unscientific and irrelevant
(Stevenson 1985). Many researchers like Heaton (1979), Davies (1977), Harris
(1988) and Alderson et al.( 1996) agree that face validity is not validity in the technical
sense, "...and can never be permitted to take the place of empirical validation or of the
kind of authoritative analysis of content..." (Harris, op. cit:21). However, its
importance should not be underestimated, for if the content of a test appears
irrelevant, silly, or inappropriate, knowledgeable administrators will hesitate to adopt
the test and examinees will lack the proper motivation to take it seriously for their
given purposes. On the other hand, if test takers consider a test to be face valid, they
are more likely to perform to the best of their ability on that test and to respond
appropriately to the test items (Alderson, el al. op. cit.). Heaton (op. cit.) argues with
regards to face validity in language testing that language tests which have been
designed primarily for one country and have content validity and then are adopted by
another country may lack face validity in the second country. "A vocabulary or
reading comprehension test containing such words as 'typhoon', 'sampan', and
'chopsticks' ...will obviously not be valid in East Africa no matter how valid and
useful a test it has proved in Hong Kong" (p. 153).
According to Alderson et al., there has been increased emphasis on face
validity since the advent of communicative language testing (CLT). Many advocates
of CLT like Morrow (1979,1986), and Carroll (1980,1985) argue that it is important
that a communicative language test should look (have face validity) like something
one might do 'in the real world' with language. "Insofar as this is not systematically
or rigorously defined then it is probably appropriate to label such appeals to 'real life'
as belonging to face validity" (Alderson, et al. op. cit: 172). Clearly, it is important for
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test makers to keep face validity in mind in constructing their tests, though sound
methods of test construction should never be compromised merely to satisfy public
opinion. We agree with Heaton (op. cit.) when he says that although it is no
substitute for empirical data, face validity can provide a quick and reasonable guide to
testers as well as a balance to too great a concern with statistical analysis.
2.2.2.1.2 Content or rational validity2
"Content or rational validity is the representativeness or sampling adequacy
of the content - the substance, the matter, the topics - of a measuring instrument"
(Kerlinger 1973:458). To explain what is meant by content or rational validity, we
give the following example from Gronlund (1982:127):
"...we have a list of 500 words that we expect our students to he able to spell
correctly at the end of the school year. To test their spelling ability, we might give
them a 50-word spelling test. Their performance on these words is important only
insofar as it provides evidence of their ability to spell 500 words. Thus, our spelling
test would have content validity to the degree to which iL provided an adequate
sample of 500 words it represented. If we selected only easy words, only difficult
words, or only words that represented certain types of common spelling errors, our
test would tend to have low content validity. If we selected a balanced sample of
words that took these and similar factors into account, our test would tend to have
high content validity".
Gronlund makes clear that a test is always a sample of the many questions that
could be asked and content validity is a matter of determining whether the sample is
representative of the larger domain it is supposed to represent. Gronlund (op. cit:
127) suggests that test developers can build a test that has high content validity by:
"(1) identifying the subject-matter topics and the learning outcomes to be measured,
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(2) preparing a set of specifications which define the sample of items to be used, (3)
constructing a test that closely fits the set of specifications".
Content validation involves gathering the judgments of 'experts' who will
judge the degree to which the items on the test actually represent the elements which
form the substance of a test. If the experts agree that the items do not represent what
the test is claiming to test, the test developer would have to return to the drawing
board. If they agree that the test represents what it claims to test, the test would be
considered content valid for the purpose of testing. This is perhaps the most
important aspect of content validity where test developers have to rely on judgement
by experts. (Davies 1977, Alderson, et al. 1996). Brown (1988) however, argues that
the judgement of experts is accurate only to the extent that biases do not interfere
with their judgement. According to Alderson et al. (1996), one way of dealing with a
bias is by setting such criteria as content statement, test specifications, formal teaching
syllabus, a curriculum, or perhaps a domain specification as a guide. Alderson et al.
add that better procedures for content validation would involve the creation of some
data collection instrument where expert judges would then be told how to make and
record their judgment. For example, two scales, the Communicative Language Ability
(CLA) Scale and the Test Methods Characteristics (TMC) Scale, have been
developed with the help of experts who rate the test according to the degree to which
it met certain criteria. The CLA facets were rated on a five-point scale and related to
the level of ability in the areas of grammatical, textual, sociolinguistic and strategic
competence. The TMC facets related to test items and test passages and concerned
the testing environment, test rubric, item type and nature of test input. Bachman et
al. (1988) have used these two rating scales to find a quantifiable way of comparing
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the content of the two test batteries. Clapham (1992) has used the TMC scale to
evaluate the content of three reading comprehension tests by asking three EAP
teachers to rate aspects of the test input of the test items and reading passages.
One way of building-in content validity is to provide judges with a list of skills
supposedly being tested by a given set of test items. Then the judges will be asked to
indicate against each item the skill it tests (Alderson and Lukmani, 1989). Items on
which there is little consensus will be considered to have low content validity.
A further alternative in building-in content validity is at the design stage where
a range of teachers are asked to make judgments about the texts used for given types
of test and the sorts of tasks students are going to be required to complete. This
approach can even be carried out during the development of test specifications and
trial test examples, and it shows how early in the test construction process content
validation can start.
However, it should be borne in mind that experts do not always agree with
each other. This has caused a dilemma for test developers because they need evidence
of the validity of their instruments as quickly as possible. Two possible solutions have
been proposed. First, test developers may gather other sorts of evidence for validity:
external validity, face validity etc.. Second, experts may undergo training, so that
disagreement can be minimised (Alderson et al. op. cit.).
Content validity is particularly suitable for achievement tests and it is
important in both criterion-referenced and norm-referenced tests (Davies 1977,
Gronlund 1982). Content validity of an achievement test shows that the test is closely
related to the syllabus and that the test measures the subject matter, topics, and
learning outcomes covered during the instructional period.
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Content validity could also be useful for placement and proficiency tests. Here
the content of the test is shown to be acceptable in relation to the expectations of the
learner. According to Davies (op. cit.), an assessment must be made of just what the
learners whose proficiency is to be tested need to do with the language, what varieties
they must employ and in what situations they must use them.
2.2.2.1.3 Response validity
Response validity is obtained by gathering information on how individuals
respond to test items. The information normally comes from learners/test takers on
their test-taking behaviour and thought. The idea of having response validation arose
as a result of research which revealed interesting insights into test performance
through learner-centred accounts (see Grotjahn 1986; Cohen 1994).
"For example, introspection on a cloze task will show whether the student has to
answer an item by using the range of reading skills intended by the test designer, or
whether all that is needed is some knowledge of the grammatical structure of the
phrase in which the item appears" (Alderson, et al. op. cit:176).
Studying learners' or testees' reactions and opinions can also be done during
a reading comprehension task which may identify weaknesses in test items and may
produce cases where students can get an item wrong although they understand the
passage, or get it right although they do not understand the passage (Alderson 1990).
The simplest way to gather introspective data is by retrospection, where, after
testees have taken a test, they are interviewed about the reasons why they produced
the answers they did (Alderson, et al. op. cit.). Kattan (1990) has used this method to
validate English language test items which she administered to a group of nursing
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students. Kattan validates her test items by asking candidates to answer two
questions: (a) What kind of strategies did the respondents use in answering questions?
And (b) Did the questions tap the skills perceived in the test design? For the reading
skill, the respondents were asked how they used the following strategies in answering
reading comprehension questions: scanning, skimming, clarification, simplification,
cumulative decoding of text meaning and coherence detecting strategies. In listening
skills, respondents were asked about the strategies they used to respond to questions
for which answers were mentioned directly and questions for which answers were not
mentioned directly. For the oral skill, respondents were asked about the strategies
they used in planning and organising structures and vocabulary. For the writing skill,
respondents were asked to explain how they planned and organised the paragraph,
how they took care of grammar, punctuation, and spelling in their writing, and
whether they used information from the reading and listening sections in their writing
skill.
2.2.2.2 External validity
Another name for this type of validity is Criterion-Related Validity (Gronlund
1982; Brown 1988) ox Empirical Validity (Heaton 1979; Harris 1988). As the name
suggests, this type of validity differs from internal validity in that instead of collecting
the internal measures of the test, it aims at collecting external measures at the same
time as the administration of the experimental test or some time after the experimental
test has been given. One obvious feature of external validity is that it usually refers to
statistical or empirical measures.
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External validity is obtained by comparing the results of the test with the
results of some criterion measures such as: (i) an existing test, believed to be valid and
given at the same time; or (ii) the teacher's rating or any other such form of
independent assessment given at the same time; or (iii) the subsequent performance of
the testees on a certain task measured by some valid test; or (iv) the teacher's rating
or any other such form of independent assessment given later (Heaton op. cit.;
Alderson et al., 1996).
The commonest types of external validity are concurrent and predictive
validity which are established by using the correlation coefficient measure3. The
discussion below deals with concurrent and predictive validity.
2.2.2.2.1 Concurrent validity
The concept of external validity is perhaps most readily understood through a
discussion of concurrent validity which is also known as status validity. Concurrent
validation involves the comparison of the test scores with some other measure for the
same candidates taken at roughly the same time as the test to estimate current
performance on some criterion (Alderson et a/. 1996; Gronlund 1982). Alderson et
al. add that the other measures may be scores from a parallel version of the same test
or from some other test; or the testees' self-assessments of their language abilities; or
ratings of the candidate on a number of relevant dimensions by teachers, subject
experts or other informants. "For instance, we might want to use a test of study skills
to estimate what the outcome would be of a careful observation of students in actual
study situations" (Gronlund op. cit. p. 128).
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In this connection, we may ask why concurrent validity is a necessary
procedure in testing. Gronlund (op. cit.) underlines three good reasons for this. First,
we may want to check the results of a newly constructed test against some existing
test that is known to be valid. Second, we may want to substitute a brief, simple
testing procedure for a more complex and time-consuming measure4. Third, we may
want to determine whether a testing procedure has potential as a predictive
instrument. In addition to these three reasons, we may mention how often
examination boards need to bring out regular new versions of tests. These new
versions need to be validated and the simplest way of validating them is by ensuring
the existence of a correlation index between the scores of the new versions and the
existing ones.
A problem occurs when there is no test available for the purposes of
concurrent validation. In such cases, we can rely on other tests that are known and
used in that particular context, even though their reliability and validity are unknown
(Alderson et a/, op. cit.). However, we need to treat the results of any correlation of
the experimental test and test of this type very cautiously indeed (op. cit.). Alderson
et al. stress that we would not expect the two tests not to correlate at all because both
test language. Yet we might not expect a high correlation between the two partly
because they are presumably testing different aspects of language ability, and partly
because of the possible unreliability and uncertain validity of the other test.
Using teachers' ranking to obtain concurrent validity of the test is as useful as
comparing test results with other test scores. Since the teachers have taught their
students for some considerable time, they should have a good idea of the students'
levels of proficiency and may be able to rank them according to their language ability.
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To ensure an accurate ranking, it is suggested that at least two teachers rank the same
group of students. The skills to be rated should be comparatively easy, such as 'oral
fluency', and not the difficult ones such as the receptive skills of reading and listening
(Alderson etal. op. cit ).
Another method of obtaining concurrent validity is by correlating the students'
scores with teachers' ratings of students' performance5. As well as comparing test
results with teachers' ranking, it is probably useful to compare them with another
measure, i.e. students' self-assessment, though it needs to be noted that students may
not be as accustomed to and as accurate on rating their language ability as teachers
are.
2.2.2.2.2 Predictive validity
If concurrent validity concerns the application of external measures at the
same time as the administration of the experimental test, predictive validity differs
from it in that the external measures will be applied some time after the test has been
given. In other words, predictive validity is concerned with the use of test
performance to predict future performance on some other valued measure called
criterion (Gronlund 1982)6.
There are various ways to obtain the predictive validity of the test. The
simplest way is to give students a test, and then at some appropriate point in the
future give them another test of the ability the initial test was intended to predict.
Another way is by using a test to screen applicants to any learning institution and then
correlate applicants' test scores with their grades made at the end of the semester or
term7.
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Another way of obtaining predictive validity is by gathering opinions from
subject teachers and tutors who can rate their students' ability in such skills as their
writing ability, their oral communicative ability, and so on. The problem in this regard
is that many tutors can only assess their students at the end of session, by which time
the students will have had ample opportunity to improve their language (Criper and
Davies 1988; Wall, Clapham and Alderson 1994).
An example of a predictive validation study might be the validation of a test of
language competence for teacher training students who have to pass the language test
before they are allowed to enter teaching practice. Predictive validation of the test
involves following up those students, and getting their fellow teachers and their
teacher-observers to rate them for their language ability in the classroom. The
predictive validity of the test for these students would be the correlation between the
results of the language test and the ratings of their language ability in class8.
2.3 Reliability
The second characteristic of good tests in language testing is reliability, which
is sometimes termed consistency. Reliability is a necessary characteristic of any good
test because, for the test to be valid, it must first be reliable as a measuring instrument.
If a test is administered to the same candidates on different occasions, and it produces
different results, it could be said to be unreliable. This means that for a test to be
reliable, it must be consistent in its results.
According to Heaton (1979), the factors affecting the reliability of a test are:
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(1) the extent of the sample of material selected for testing. The larger the sample,
i.e. the more tasks the testee has to perform, the greater the probability that the test as
a whole is reliable;
(2) the administration of the test. This is a very important factor in deciding
reliability, especially in tests of oral production and listening comprehension. For
example, if the quality of a recording for an auditory comprehension test is good and
is played for a group under good acoustic conditions while other groups hear it under
poor acoustic conditions, this will make for unreliability;
(3) test instruction: test developers have to make sure that the various tasks expected
from the testee are made clear to all candidates in the rubrics; and
(4) scoring the test: this is another important factor that affects reliability especially
for subjective tests, which face the problem of marker reliability.
2.3.1 Methods of measuring reliability
There are various methods of measuring the reliability of a test: (a) test-retest
method, which involves administering the same test twice to the same group of testees
with a time interval in between; (b) equivalent-forms or parallelforms method, which
means administering two equivalent forms of the test in close succession; and (c)
internal-consistency method, which involves administering the test once and
computing the consistency of the responses within the test (Gronlund 1982; Heaton
1979; Henning 1987; Bachman 1990; Alderson etal. 1996).
2.3.1.1 Test-retest method
This method requires the administration of the same form of the test to the
same group of testees after a time interval. The test-retest method is appropriate for
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tests such as cloze and dictation since testers find it relatively difficult to obtain
reliability using other methods because of the interdependence of the parts of the test.
This method is also useful for situations in which it is necessary to administer a test
more than once such as for measuring testees' language ability at several different
points in time. "The test-retest method may also be the concern of a language
programme evaluator who is interested in relating changes in language ability to
teaching and learning activities in the programme" (Bachman 1990: 181).
The primary concern with this method is ensuring that testees do not
themselves change differentially in any systematic way between test administrations
(op. cit.) Two sources of inconsistency, differential practice effects and differential
changes in ability might influence the reliability coefficients (Bachman op. cit.;
Gronlund 1982). Practice effects may occur when some testees remember some of
the items of the first test, and therefore perform better on the second administration of
the test. Changes in ability may occur if testees' language ability improves or
declines, causing them to perform differently the second time. For this reason,
Bachman (op. cit.) notices that there is no single length of time between test
administrations that is best for all situations.
"In each situation, the test developer or user must attempt to determine the extent
to which practice and learning are likely to influence test performance, and choose
the length of time between test and retest so as to optimize reduction in the effects
of both" (p. 182).
In this regard, Gronlund (op. cit.) suggests that it is important to include the time
interval in reporting test-retest reliability coefficients as this makes it possible to
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determine the extent to which the reliability data are significant for a particular
interpretation9.
2.3.1.2 Equivalent-forms or parallel forms method
With this method, the reliability of a test could be estimated by examining the
equivalence of scores obtained from alternate forms of test. The procedure consists
of two equivalent forms of a test that are administered to the same group during the
same testing session. The issue here is how to ensure the equivalence of both tests in
terms of difficulty, the nature of their sampling, length, rubric, etc. Henning (1987:
81) suggests that to demonstrate the equivalence of tests, the tests must
"(1) show equivalent difficulty as indicated by no significant difference in mean
scores when the tests are administered to the same person and their means are
compared using the t-test, (2) show equivalent variance when the variances of the
st oring distributions of the two tests are compared for the same sample of persons
by means of an F-Max test, and (3) show equivalent covariance as indicated by no
significant differences in correlation coefficients among equivalent forms or among
correlation coefficients of equivalent forms with a concurrent criterion, all
administered to the same persons and compared by means of the t-test" (p.81)
Henning (op. cit.) further explains that, in practice, it is very difficult to satisfy
the above conditions of means, variances, and correlations. For this reason, Henning
suggests that test developers may attempt to equate tests rather than establish
equivalence. According to Henning, equated tests are tests that produce different
scores for the same candidate, but the scores of these tests have been equated. For
example, a score of X on one test is equivalent to a score of Y on the other10.
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2.3.1.3 The internal-consistency method
This method requires only a single administration of a test. It is concerned
with how consistent test takers' performances on the different parts of the test are
with each other (Bachman 1990). For example, performance on different items of a
multiple-choice test that includes items with different formats - some with blanks to be
completed and others with words underlined that may be incorrect - may not be
internally consistent.
One approach to examining the internal consistency of a test is the split-half
method (Heaton 1979; Henning 1987; Gronlund 1982; Bachman 1990; Alderson et a/
1996). The split-half method is based on the principle that, if an accurate measuring
instrument were broken into two parts, the measurements obtained with one part
would correspond exactly to those obtained with the other (Heaton op. cit.). Thus,
according to this method, a test is divided into two halves, say, the odd items and the
even items, and is administered to a group of examinees. The scores of each half are
correlated and the extent to which they correlate with each other will govern the
reliability.
The test may be split in a variety of ways. If the test is comprised of items, a
convenient way of splitting a test might be to divide it into the first and second halves.
The problem with this is that one of these halves may be more difficult since most
language tests are designed as 'power' tests with the easiest questions at the
beginning and the questions becoming progressively more difficult, which means the
principle of equal splitting could be not satisfied (Bachman op. cit.). Another
procedure widely used is to ascertain the correlation between the scores on the odd-
numbered items in one half and all of the even-numbered items in the other half
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(Heaton 1979; Henning 1987; Gronlund 1982). However, if the items are graded
according to increasing difficulty, the problem will be the same as the above one. A
more accurate operation is to divide the items as follows:(Heaton op. cit: 157)
item 1 4 5 8 9 12
against item 2 3 6 7 10 11
For tests without items such as those consisting of a series of compositions, each
group of compositions may be scored separately and correlated with the other in
order to establish reliability (Henning op. cit.)1 .
In a subjective test, reliability can be assessed by correlating the marks given
by two or more judges or raters to the same student and by correlating marks given by
the same judge or rater on different occasions. This procedure of obtaining the
reliability of the test is called inter-rater reliability. There are two steps in the
estimation of inter-rater reliability (Henning 1987.). First, the ratings of all judges
must be intercorrelated. Second, the correlation coefficient or average coefficient is
adjusted by the matrix formula to make the final reliability estimate reflect the number
of raters or judges who participated in the rating of the examinees.
It is important to note here that each of these methods of obtaining reliability
provides a different type of information (American Psychological Association, [ 1974],
in Gronlund 1982). Therefore, reliability coefficients obtained with the different
procedures are not interchangeable. We need to determine what type of reliability
evidence we are seeking before choosing the procedure to be used. The table below
summarises the types of information provided by each method (Gronlund op. cit:
133):
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METHOD TYPE OF INFORMATION PROVIDED
Test-retest method The stability of test scores over some given
period of time
Equivalent-forms method The consistency of test scores over different
forms of the test (that is, different samples of
items)
Internal-consistency method The consistency of test scores over different
parts of the test
2.4 Analysis of the Arabic language syllabus and tests at the Academy
of Islamic Studies (AIS)
Introduction:
This part is concerned with two issues. Firstly, it examines the content of the
Arabic language syllabus (ALS) at the Academy of Islamic Studies (AIS) in Malaysia.
Secondly, it analyses the present Arabic language test at the AIS focusing on the
placement and achievement tests. Though this research is mainly related to language
testing, the discussion of the syllabus is inevitable since the construction of the test
usually depends on the syllabus to which it relates. As Weir (1993) explains, testing
should not be divorced from teaching. In other words, testing must be viewed as an
integral part of the learning process and should sample the domain specified by the
syllabus.
2.4.1 The Arabic language syllabus (ALS) at the Academy of Islamic
Studies (AIS).
The learning of Arabic at AIS is divided into two phases: phase one at the Pre-
Academy of Islamic Studies centre and phase two at the AIS itself.
73
2.4.1.1 The Arabic language syllabus at the pre-Academy of Islamic
Studies Centre.
Students study Arabic at this Centre for two years, divided into four
semesters, before they are accepted at the AIS. In this Centre, in addition to Arabic,
they also study other subjects such as Islamic law {Shan'a), Theology (Usuluddin),
English and Malay. For Arabic, the syllabus is divided into three parts: Arabic
language I, Arabic language II, and Arabic Language III. The syllabus consists of the
following areas:
(i) Arabic language I. The syllabus consists of three main topics. They are:
1. Syntax (al-nahw) which covers the following topics: the indefinite noun (al-
nakira), the definite noun (al-ma'rifa) which covers proper names (al-'alam),
demonstrative noun (ism al-isharah), relative pronoun (ism al-mawsut), and
synarthrous (al-muhalla bi at). This part is allocated three hours per week.
2. Morphology (al-sarf) which covers derivation of verbs (tasrifal-af 'at), verbs that
are bare of any accessory and verbs that have an accessory (al-mujarrad wa '/-
mazid min al-afat), weak, strong, and hamzated verbs (al-mu'tall wa 'l-sahih
wa'l-mahmuz min al-afat), the intransitive and transitive verbs (al-lazim wa'l-
muta'addi min al-afat). This part is allocated one hour per week.
3. Rhetoric (al-balaghah) which covers comparison (al-tashbih), object and trope
(al-haqiqa wa'l-majdz), (al-majaz al-mursal wa'alaqatuhu), and (al-majaz al-
'aqli wa alaqatuhu). This part is allocated one hour per week.
(ii) Arabic language II covers three topics which are:
1. Reading comprehension (al-mutala'ah) which covers various subject matters such
as politics, economics, social studies, and art;
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2. Arabic literature covering prose, poetry, and proverbs. This part is allocated two
hours per week; and
3. Translation from and into Arabic. Topics are selected from modern books,
magazines, and newspapers. This part is allocated one hour per week.
(iii) Arabic language III focuses on three main topics:
1. Composition (al-maqal). Students write, for a period of two hours a week, at
least seven topics in a semester. Topics range from writing letters of invitation,
application letters to writing a complete essay on such topics as describing the
nature of the world. It is normal practice in teaching composition that students are
taught to discuss topics orally;
2. Oratory (al-khitabah) (1 hour per week). Students are taught how to deliver good
sermons on such occasions as celebrating the Islamic new year, farewell and
wedding parties, worship in Islam, the role of fasting during Ramadan in creating
good manners, and the importance of knowledge; and
3. Dialogue (al-hiwar) (1 hour per week). Under this theme, students are trained to
develop dialogues on such topics as daily activities, introducing oneself, festivals,
etc. The purpose of this component is to enable students to speak Arabic fluently
and spontaneously.
For the remaining three semesters, the areas covered by the syllabus are the
same as those covered in Arabic language I, II, and III, i.e. syntax, morphology,
rhetoric, reading comprehension, and composition but at a higher level. Taking
syntax as an example, the relatively challenging topics such as inna and its sisters
(irma wa akhawatiiha) and annexation (iclafa) are not taught until the fourth semester.
The same applies to morphology and rhetoric where students are taught such topics as
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the broken plurals (jumu "al-taksir), Vial and ibdal, al-muhsinat al-ma'nawiyyah and
al-muhsinat al-lafziyyah in the last semester. It is clear from the above that in the
course of two years, students learn around fourteen topics. This is equivalent to the
syllabus followed by students majoring in Arabic language at a university.
2.4.1.2 Arabic language syllabus at the Academy of Islamic Studies
(AIS).
Students study Arabic at the AIS for six semesters in a minimum period of
three years before they are awarded a degree in either Shan'a or Usuluddin or
Tarbiya Islamiyya n. Degrees in Arabic language and literature are not awarded at
the AIS. Arabic is taught for the purpose of helping students acquire other subjects in
the Faculty of SharVai, the Faculty of Usuluddin or Tarbiya Islamiyya (the
Programme in Islamic Education)1"'.
The First Year Arabic language syllabus at the AIS covers the following
topics: Arabic syntax, Arabic morphology, writing, speaking, and reading.
(1) Arabic syntax covers the following:
a. the origins of Arabic grammar (nash 'at a! nahw)
b. the sentence and its parts (al-kalam wa ma yata 'allafu minhu)\
c. declension and indeclension (at- i Tab wa 'l-bina');
d. indefinite and definite (al-nakira wa 'l-ma rifa)\
e. the nominal sentence (al-jumla al-ismiyya)\
f. subject and predicate (al-mubtada' wa 'l-khabar)\
g. inna and its sisters (inna wa akhaxvatuha)\
h. kam and its sisters (kdna wa akhawdtuhd): and
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i. verbs of appropinquation (afal cil-muqaraba)
(2) Arabic morphology covers the following:
a. the importance of morphology (ahamiyyat ilm al-sarf)\
b. singular, dual, and plural (al-mufrad wa'l-muthanna wa 'I-jam');
c. aplastic and derivative nouns (a/-jamid wa'l-mushtaqq),
d. aplastic and inflected nouns (al-jamid wa 'l-mutasarrif)\
e. verbs that are bare of any accessory and verbs that have accessory (al-afal al-
mujarrada wa '1-mazTda.y,
f. the derivation of strong and weak verbs {tasrlfal-afal al-sahiha wa 'l-mu la!la).
(3) Writing and speaking cover the following:
(a) Writing:
Topics for writing are divided into two sub-sections which cover religious and social
affairs, and everyday events. Under religious and social affairs, students cover the
following:
I. cooperation and unity;
II. sacrifice;
III. the importance of calling people to Islam (da'wa);
IV. the role of young people;
V. natural panorama scenes which cover the countryside and the magnificence of the
world.
Under everyday events, students cover the following:
I. picnics;
II. accidents ; and
III. application letters which cover: (a) an application to a university, (b) an
application for a job, and (c) a letter of apology.
(b) Speaking:
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VIII. shops and supermarkets; and
IX. public places.
(4) Reading covers topics with the following objectives:
Through reading lessons, students will be able to practice grammar and to translate
into Malay. Students will acquire no less than 250 new vocabulary items through
reading and training in the use of dictionaries. Topics for reading are taken from the
following resources: (a) Izzat al-Nashi In by Mustafa al-Ghalaylni, al-Risalat by
Ahmad Hasan al-Ziyyat, Wahyu al-Qalam by Sadiq al-Rifa'i, al-Nazcirat by al-
Manfaluti, 'Abqariyyat cil-imam by 'Aqqad, al-Ayyam by Taha Husayn, and al-Tariq
al-tawil by NajTb Kaylani; (b) Arabic newspapers and magazines.
For the remaining five semesters, the topics covered by the syllabus are the
same as those covered in the first semester, i.e. Arabic syntax, Arabic morphology,
writing, speaking, and reading, with the addition of Rhetoric starting from the third
semester.
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2.4.2 Analysis of Arabic language tests at the Academy of Islamic Studies
(AIS).
tn this section, I will attempt to analyse Arabic language tests administered at
the pre-AIS Centre and the AIS. The analysis focuses on two types of test, which are
normally used in these centres: placement and achievement.
2.4.2.1 The Arabic language tests at the pre-AIS Centre.
2.4.2.1.1 The Arabic placement test (see Appendix A. 1.1: 394-411).
Background:
Every year, since 1983, the Arabic language division at the pre-AIS Centre has
administered an Arabic placement test to all new students at the Centre. The test is
prepared by a group of Arabic teachers at the Centre. Its purpose is to assess the
students' ability in the Arabic language and thus place them into particular groups
suitable for their ability. The great advantage of this test is that it uses entirely simple
paper and pencil techniques with three multiple choice questions. Listening and
speaking are not included in this test.
• Description of the test.
The following is a description of the Arabic placement test at the pre-AIS for
the 1996/97 academic year:
• Cover page: The rubric gives candidates the information to answer the
questions, the total number of questions, a space for the candidate's name
and his or her identification card number. No time-limit for completion of
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the test is stated on the cover of the test booklet. No sample of how to
answer the questions is given
• Test content: The test consists of one hundred multiple-choice items, each
with a choice of three options. The maximum possible marks on this test is
one hundred. Below are the summary of the topics and total items of the
test.
Topics: total questions:
0 Arabic syntax (al-naliw) 82
0 morphology (al-sarf) 8
0 Translation from and into Arabic 3
0 Vocabulary and the meaning of words 7
Total 100
The details of the Arabic syntax covered by the test:
Topics: total questions
♦ declension {al-idab)
♦ verbal sentences (al-jumla al-fi liyyah)




♦ the noun of inna and its sisters (ism inna) 5
♦ the nominal sentence (al-jumla al-ismiyya) 3
♦ the subject of a nominal sentence (al-mubtada') 3
♦ the adjective (al-sifa)
♦ the noun of kana and its sisters {ism kana)
♦ the direct object {maful bihi)
♦ prepositions {liarfal-jarr)
♦ the feminine {mu'annath)







♦ the vocative (al-munada)





The declension questions covered by the test:
Topics: total questions
* the exception (istithna') 7
* the direct object {maful bihi) 6
* the predicate (khabar) 6
* the accusative {mansub) 4
* the vocative (munada) 4
* the nominative (marfu') 3
* the denotative of state (hdl) 2
* the adjective (.sifa) 2
* specification (tamylz) 2
* the indeclinable (mabni) 2
* the cognate accusative (maful mutlaq) 2
* the causative object {maful li 'ajlihi) 1
* the adverbial object {mafulfihi) 1
* the subject (mubtada') 1
* the subject of a verbal sentence (fa if) 1
* the imperative verb fi 7 al- amr) 1
* the noun of kana {ism karta) 1
* the predicate of kana {khabar kana) 1
Total 47
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The majority of questions are related to syntax and most of the questions on
syntax are related to declension (i'rab). These represent half of the 86 questions.
Some questions are very detailed, which may confuse the new students.
2.4.2.1.2 Analysis of the placement test at the pre-AIS Centre
To analyse this test in terms of validity and reliability, we need to refer to the
characteristics of a good test and to the syllabus we have discussed above.
(1) Face validity: As has been discussed above, face validity refers to surface
credibility or public acceptability. We may say that face validity is not fully satisfied
by the pre-AIS test because there is no balance in the skills tested. Vocabulary and
translation testing are minimally represented. This lack of balance in testing the
various language skills may lead to lack of motivation in the students, thus depressing
their performance. The test may also have an impact on the students' expectations of
the course, leading them to think that the central core of language teaching is the
syntactic component of the grammar. Moreover, due to the lack of balance in the
skills tested, the result of the test may not represent the actual language ability of the
students.
(2) Content validity: As was pointed out earlier, content validity deals with
the representativeness or sampling adequacy of the content - the substance, the
matter, the topics - of a measuring instrument. In order to build a test that has high
content validity, Gronlund (1982) suggests that test developers need to identity the
subject-matter topics and the learning outcomes to be measured.
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By comparing the content of the placement test as set out above with the
syllabus of the pre-AIS Centre, which has been summarised in 2.4.1.1 above, we may
suggest the following observations:
(a) The test has low content validity since it does not represent the content of the
syllabus at that Centre. Arabic syntax represents 86% of the total questions,
morphology represents 8%, translation and comprehension each represent only 3% of
the total questions of the test. If we refer to the above syllabus, we find that the skills
which ought to be taught to the students, i.e. syntax, morphology, translation,
speaking, reading and writing, are divided equally in terms of time and content. In
other words, there is no extra time allocated for syntax, less time for translation, and
so on. It therefore becomes difficult to evaluate the testees' overall ability when the
test content represents a small aspect of the syllabus, i.e., in this case, syntax or
grammar topics. Candidates who obtain lower grades in the test could not therefore
be automatically classified as weak in overall ability because other skills such as
reading, listening and writing are not included in the test questions.
(b) It may be argued that since syntax represents more than 80% of the total
questions of the test, the result obtained from this section of the test could be used, as
an alternative, to assess the students' ability in Arabic. However, the following
argument shows that even syntax questions have low content validity. With reference
to the above data, we observe that none of the questions is related to the syllabus of
Arabic I at the pre-AIS centre. Most of the questions are related to the syllabus of
Arabic II, III, and IV and some are not related to any section of the syllabus at all.
For example, the diptote, which has six questions, and the noun of inna, which has
five questions, are related to Arabic IV. Nominal sentences and the subject of the
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nominal sentence, which have three questions, are related to Arabic II. The section
on verbal sentences, which contains seven questions, is not related to any part of the
syllabus. Declension, which has forty-three questions, is not related to Arabic I.
Seven questions for exception and four questions for the vocative are related to
Arabic III, while the direct object and predicate, which have six questions in the test
are both related to Arabic II. The accusative and nominative are not related to any
explicit syllabus item at the Centre. This can be summarised in Table 2-1 and Table 2-
2 below:
Table 2-1: Summary of the test content (1996/97)
Topics total
questions:
relationship to the syllabus:
declension 43 see table 2-2 below
verbal sentences 7 no direet connection
diptote 6 Arabic IV
inna and its sisters 5 Arabic IV
nominal sentences 3 Arabic II
subject of a nominal 3 Arabic II
sentence
Table 2-2: Summary of the declension topics
Topics (for declension): total
questions:
relationship to syllabus:
exception (isthisna ) 7 Arabic III
direct object (maful bihi) 6 Arabic II
predicate (khabar) 6 Arabic II
accusative (niansub) 4 no direct connection
vocative (munddd) 4 Arabic III
nominative (marfu') 3 no direct connection
(Note: The discussion above does not take into consideration topics that are allocated fewer than
three questions because they represent a very small percentage in the total marks of the test.)
(c) Another factor which reduces the content validity of this test is the fact that no
norms or validity data, or correlation, are provided. Having taught at the Centre for
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some time, I suspect that the test constructors are not even aware of these analytical
elements of testing.
It is also my personal experience that the opinions of experts are not solicited in
assessing the content validity of the test.
2.4.2.2 Arabic language test at the AIS
2.4.2.2.1 Arabic placement test (see Appendices A.1.2: 412 and A.1.3: 418)
Background:
The Arabic placement test at the AIS was first administered in the early
nineties. The format of the placement test during the eighties is not clear since the
materials are not available. It is understood, however, that learners were grouped at
that time either by referring to their Arabic test results at secondary schools or by
placement tests at the AIS. During the early nineties increasing numbers of students
entering the AIS from various institutions of learning with different abilities of Arabic
have raised the issue of Arabic language assessment. To use Arabic test results from
their last schools is felt to be inadequate and unreliable because these students come
from different institutions which have different types of assessment. As a result, a
placement test was conducted to assess the students' proficiency in Arabic and then to
group them according to their ability. The following is a description of two Arabic
placement tests for the years 1995 and 1996.
• Description of the test
Two papers were analysed for this research, namely Test Paper One and Test
Paper Two. The following is a description of these two papers:
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• Test Paper One (1995) (see Appendix A. 1.2: 412-17): This test was prepared by
teachers at the Language Centre who are also responsible for teaching Arabic
language at the AIS. The sole purpose of this test is to place students for the
learning of Arabic in the first year at the AIS according to their ability. The
content of the test can be summarised as follows:
• Cover page: the Arabic rubric instructs the students to answer the
questions and states the total number of questions; there is also a space for
the candidate's name and his or her identification number. The time
allocated is one hour. There are no examples of how to answer the
questions, an omission which may be due to the large variety of question-
types contained in the test.
• Test content: The test consists of four questions. Marks are not allocated
to each of these questions. The details of the test questions are as follows:
=> Question One relates to writing skills. It requires filling in the
blanks with various kinds of word classes such as prepositions,
pronouns, verbs, and nouns. There are only five questions under
this question and the instructions are not clear.
=> Question Two, which also refers to writing skills, asks testees to re¬
arrange the words to make complete sentences. The instructions
here are not clear either. There are five nominal sentences in this
question. There is a minor mistake in question five which may
confuse testees.
=> Question Three asks the testees to correct the grammar mistakes in
sentences. There are five nominal sentences in this question.
Question 1 asks testees to differentiate between feminine and
masculine items; Question 2 and three require the testees to identify
the adjectives appropriate to the described word in terms of gender
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and declension; and Questions 4 and 5 are also related to the
feminine and masculine. Testees are asked to provide the pronouns
appropriate to the described subjects.
=> Question Four asks the testees to write a short composition based
on a cartoon provided along with the question. The length of the
composition is set at one hundred to one hundred and twenty
words.
• Test Paper Two (19961 (see Appendix A. 1.3: 418-24): This test was prepared by
the same group of teachers who prepared the above test paper. The content of the
test can be summarised as follows:
• Cover page: The Malay rubric instructs the testees to answer the questions,
and states the total number of questions; there is also a space for the
candidate's name and his or her identification number. The time allocated
is one hour. There are no examples of how to answer the questions,
perhaps due to the large variety of question-types contained in the test.
• Test contents:
=> Question One is a cloze test with multiple choice answers. It uses a
fixed-ratio method which consists of deleting every /7th word of a
prose passage. In this question, the test constructors use the most
common deletion rate, i.e. every fifth word. There are ten blanks in
the text and the deleted words range from prepositions and
pronouns, to verbs and adjectives.
=> Question Two is about Arabic syntax. It requires candidates to
change the active verbs to passive ones or vice versa. There are
five verbal sentences in this question: three sentences are in the
active forms and the remaining two are in the passive.
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=> Question Three relates to morphology. Candidates are asked to fill
in the blanks with the correct form of a given word. There are five
words in this question: three refer to the infinitive nouns and the
remaining two refer to passive participle and past verb.
=> Question Four tests students' vocabulary. Candidates have to fill in
the blanks in five incomplete sentences with words provided in the
box.
=> Question Five also relates to vocabulary. Candidates are asked to
choose one unfamiliar word from the list. There are five items in
this question and the unfamiliar words range from foods and
clothes, to the human body.
Every question has ten marks, which brings the total to fifty.
2.4.2.2.2 Analysis of the placement tests at the AIS:
(a) Face validity:
• Paper One :
The use of Arabic for the instructions gives the impression that this paper has
face validity. In referring to the questions of the test described above, we establish
that with the exception of Question Four, most of the questions are very easy for
students at the university level.
• Paper Two:
The use of Malay for the instructions is not appropriate. Since Arabic is the
medium of instruction at the AIS, Arabic should be used especially in the examination.
In terms of content, with the exception of question three which relates to morphology,
the questions are at the same level as those in Paper One. This boils down to saying
that if a candidate scores high marks in this test, this does not necessarily show that he
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or she displays an adequate competence in Arabic and therefore could be exempted
from the course.
(b) Content validity:
In terms of content validity, these two tests may be considered valid if they
can be shown to test what they are supposed to test. The analysis below determines
whether or not the contents of each test are in line with the syllabus described above
• Paper One:
As was pointed out earlier, items in Questions One and Two relate to writing
skills: both questions test students' ability to construct sentences. The issue here is
whether gap-filling and re-arranging the words to construct sentences are among the
activities for the teaching of writing at the AIS. The syllabus (see 2.4.1.2 (3) (a) does
not include these types of activities in the teaching of writing skills. The syllabus
focuses almost exclusively on writing essays which are at a higher level than gap-
filling and re-arranging the words to construct sentences. For this reason, it is
difficult to prove that if candidates obtain higher marks for Questions One and Two,
then they are good at writing. This means that these two questions have low content
validity.
Question Three has low content validity too. Most of the items in the
question are not related to the syllabus. The summary below shows the relationship
between the items in the questions and the syllabus:
Items tested: Relationship with the syllabus
feminine and masculine no syllabus connection
adjective no syllabus connection
pronouns no syllabus connection
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subject and predicate related to Year One syntax
Question Four, which refers to composition, clearly relates to the syllabus.
Even though the topic and consequently the content of the question has no relation
whatsoever with the syllabus described above, this question is still considered valid for
the testers to assess students' ability in writing.
• Paper Two:
Question One, which is a cloze test, could be said to have content validity.
The items in this question are related to the reading skills outlined in the syllabus
above. However, a problem still arises if we compare closely the items in the question
with the materials used in the syllabus for teaching reading. All references used for
teaching reading are classical texts while the text used in question one is a modern and
simple text. Question Two, which consists of active and passive verbs, has low
content validity because the questions are not among the syntax topics in the syllabus
described earlier. The same applies to Question Three, which refers to morphology.
The items in the question are infinitive nouns, passive participle and past verb; none of
these questions relate to the syllabus. Although Questions Four and Five relate to
vocabulary, which is included in the syllabus, it is questionable whether the range of
items and the cognitive level of words tested are enough to assess the students'
knowledge of vocabulary.
We may say here that the test developers did not identify some of the subject-
matter topics and the learning outcomes to be measured when they constructed these
test papers.
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2.4.2.2.3 The Arabic achievement test (see Appendix A.1.4: 425-438)
Background:
Since the start of the academic year 1980/81, the Arabic language division at
the Language Centre has administered an Arabic achievement test to students at the
AIS at the end of instruction. The test is prepared by the same teachers who also
administer the Arabic placement test described above. The main purpose of the test is
to certify competence and assign grades to students. The test is typically broad in
scope and attempts to measure a representative sample of all of the learning tasks
included in the instruction. The example given below is the 1995/96 achievement test
paper.
• Description: The content of the test can be summarised as follows:
• Cover page: The Arabic rubric instructs the candidates to answer the
questions, and the total number of questions. The time allocated is three
hours. There are no examples of how to answer the questions due to the
large variety of question-types contained in the test. The maximum mark is
seventy five only. The remaining twenty five marks are generated from a
speaking test, which is administered on a separate occasion. Unfortunately,
the items for the speaking test were not available to the researcher
• Test content: The test consists of three parts: Part One refers to
knowledge of Arabic; Part Two refers to language skills; and Part Three
consists of multiple-choice questions.
• Part One: Knowledge of Arabic (al-'ulum al- arabiyya) (see pp. 427-28)
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This part consists of two sections: syntax and morphology. Fifteen marks are
allocated to this part: ten marks for syntax and the remaining five marks for
morphology.
0 Section One: Syntax.
==> Question One asks candidates to provide three sentences: the first
sentence should relate to the verbal sentence in which the verb and
the agent occur with presumptive vowels (al-haraka al-
muqaddard)\ the second sentence should contain an indeclinable
accusative of place (zarf cil-makan al-mabrii); the last sentence is
the nominal sentence and the predicate must be a defective noun
(al-ism al-manqus) to which the first person pronoun is annexed.
=> Question Two, which contains two sub-questions, covers
declension (i'rab): (a) candidates are asked to identify the last
vowel of the abbreviated noun (al-ism al-maqsur) and the weak
perfect form (al-fi 7 al-mudarV al-mn'tally (b) candidates are
asked to give examples of declinable verbs (al-mu'rab min al-
af'dl).
=> Question Three asks candidates to identify, from the given Quranic
verses, the case classification of the pronouns, i.e. they are
nominative (marfu ), or accusative (mansub) or genitive (majrur).
0 Section Two: morphology.
=> Question One refers to augmented verbs (al-af'al al-mazida).
Candidates are required to re-write the five verbs in the question
leaving out the augmented letter elements (al-hurufal-zd 'ida).
=> Question Two asks candidates to identify, from a selection of
underlined words, types of aplastic nouns (al-asma' al-jamida).
There are five items in this question.
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=> Question Three, which contains five items, asks candidates to
differentiate between aplastic nouns and derived nouns (al-
mushtaqq).
♦ Part Two: language skills (see pp. 429-432)
This part has two sections: Section One refers to reading comprehension and
translation; Section Two refers to writing skills.
0 Section One has five questions and each question is allocated five marks.
With the exception of Question Five, all questions are related to a text in
the question paper.
=> Question One consists of the reading of a text followed by five
comprehension questions.
=> Question Two asks students to explain the inflection of five
underlined words in the same text. The inflection ranges from
direct object, adjective and predicates, to the subject of a nominal
sentence.
=> Question Three asks candidates to vocalise the third paragraph of
the same text.
=> Question Four asks candidates to translate the fourth paragraph of
the text into Malay.
=> Question Five asks candidates to translate a Malay sentence into
Arabic.
0 Section Two: writing skills. Candidates are asked to write an essay of
approximately 200 words in length on one of five topics. The topic themes
range from descriptive essays such as the description of fasting in Ramadan
(in letter format), the characteristics of a caller (da 7) to Islam, and a
description of a journey, to general topics such as the role of young people
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towards the country and life in Malaysian society. Fifteen marks are
allocated to this part.
♦ Part Three: objective questions (see pp. 432-38).
This part, with a total of twenty marks, consists of twenty multiple-choice
questions with a choice of five options for each question. The content of the
questions ranges from syntax and morphology to language skills such as translation,




declinable and indeclinable nouns (al-mabni wa 'l-mu dab) 7
definite article (alif lam al-ta nf) 1
definite noun (cil-ma rifa) 1
(ii) morphology:
imperfect verb (al-fi 7 al-mudari') 1
strong verb (al-fi 7 al-sahih) 1
transitive verb (al-fi 7 al-muta 'addi) 2
extra letters (al-hurufal-zd 'Ida) 1
(iii) language skills:
translation from and into Arabic 2
gap-filling 2
vocabulary 1
re-arranging words to form a sentence 1
Total: 20
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2.4.2.2.4 Analysis of the test
(a) Face validity:
On the surface, the test appears to have face validity, an impression
strengthened by the use of Arabic in the instructions. In referring to the questions of
the test described above, with the exception of some questions, the questions seem to
meet the minimum standard of the examination requirements at university level. Thus
the result of the test can be said to show the students' actual achievements in Arabic.
(b) Content validity;
To determine the content validity of the above test, we will compare the
content of the test with the Arabic syllabus at the AIS discussed earlier (see 2.4.1.2),
and we will also compare the content of the test with the principles underlying the
development and use of achievement testing.
The above test measures clearly-defined learning outcomes that are in
harmony with the instructional objectives. The test measures specific skill types
which the students are expected to demonstrate at the end of the learning process.
These include: grammar, covering syntax and morphology; reading skills, including
comprehension of a set of texts; correct vocalisation and translation; and writing
skills, focusing on writing an essay.
In terms of the sampling adequacy of the syllabus content, we could say that
the test measures a representative sample of the syllabus. It does not leave out any
skills which need to be tested in the syllabus. The list below summarises the
relationship between the content of the test and the syllabus mentioned earlier.
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Test content: Relationship with the syllabus:
Part One: knowledge of Arabic
Section 1: syntax:
Q 1: verbal sentence related
Q 2: declension related
Q 3: declension related
Section 2: morphology:
Q 1: extra verbs related
Q 2: nouns that are incapable of growth related
Q 3: aplastic nouns related
Part Two: language skills
Section 1: reading skills:
Q 1: reading comprehension related
Q 2: inflection of words related
Q 3: vocalisation related
Q 4: translation into Malay related
Q 5: translation into Arabic related
Section 2 : writing skills:
Q 1: writing an essay related





The spread of marks could also be said to be properly allocated: 15 marks are
allocated for syntax and morphology; 25 marks to reading skills; and another 15
marks are allocated to writing skills. However, marks for the multiple choice
questions are not equally divided. More than 70% of the 45 marks are for grammar
and only 30% are for language skills. This, however, does not have very much
influence on the candidates' total score; as a result the test can be said to have content
validity.
Since the test represents the sampling adequacy of the syllabus content, it can
be used for assigning grades or certifying mastery of the instructional objectives.
Hence, the results obtained by the candidates accurately show the level of their
performance in Arabic. This is another argument in support of the content validity of
the above test.
Since the results of the test represent the sampling adequacy of the syllabus, it
can also be used to improve student learning. The testers can determine, from the
results of the test, areas in which the candidates need help to improve their learning;
they can provide feedback on the candidates' test performance as soon as possible
after testing; and they can suggest specific aspects of performance which should be
improved.
To conclude, we may say that, at this stage, we are able to analyse the above
tests only according to their internal validity, i.e., face and content validity. It is
difficult, however, to analyse the above tests in relation to concurrent, predictive and
construct validity due to the lack of relevant information and data. With regard to
concurrent validity for instance, these tests have never been correlated with other tests
to check concurrent validity. With regard to predictive validity, these tests are not
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geared to predict performance on some other valued measure called criterion. For
this reason, no such correlation coefficient can be obtained for the tests, and therefore
we cannot assess the highest possible index for perfect positive and negative
relationships. The same applies to construct validity which, in fact, is more difficult
and complicated to establish than other types of validation.
2.5 Summary of Chapter Two
In this chapter, I have analysed some samples of the tests used at the Academy
of Islamic Studies (AIS) to determine the direction of the test construction at the
Academy. I have also discussed, in brief, the Arabic syllabus at the AIS. The
discussion of this syllabus is necessary since the construction of a test usually depends
on a syllabus to which it relates. To prepare the background for the analysis, the
discussion of the theoretical concept of validity and reliability, which are the prime
consideration in language testing, was put forward. Even though some aspects of
validity and reliability were not applied during the analysis of the test items in this
chapter, the description of these was essential for two reasons: firstly to inform the
reader as to aspects of both validity and reliability that were missing from the current
tests, and secondly to prepare the groundwork for the draft test, which will be
constructed in the next chapter. The analysis of the test questions for the test papers
at the pre-AIS and at the AIS Centre indicated that the construction of the tests,
especially for the placement test, still followed the traditional or classical method.
The influence of grammar analysis, especially in the test from the pre-AIS Centre,
revealed the emphasis placed on grammar by the designers of the syllabus. In terms of
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face and content validity, the majority of the test items for the placement test were not
related to the designed syllabus at the AIS and this caused the test to have low face
and content validity. Having discovered these weaknesses, it is hoped that in the
construction of the draft test for the research experiment in the next chapter, the
above errors will be avoided.
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End Notes:
Other definitions of validity may also be found in Brown (1988), Heaton
(1975), Davies (1977), and Harris (1988).
Some testing specialists make no distinction between content and face validity,
but consider them to be synonyms (Magnusson, 1967).
To understand how to obtain the external and predictive validity, we need to
know what a correlation coefficient is:
"A correlation coefficient symbolised as ( r ) indicates the degree of relationship
between two sets of measures. A positive relationship is indicated when high
scores on one measure are accompanied by high scores on the other; low scores on
the two measures are associated similarly. A negative relationship is indicated
when high scores on one measure are accompanied by low scores on the other
measure" (Gronlund 1982, p. 128).
The extreme degrees of relationship that can be obtained between two sets of scores
are indicated by the following values:
1.00 = perfect positive relationship
.00 = no relationship
-1.00 = perfect negative relationship
Alderson el al. add that "...the other test may not be easily available, or it may
be too expensive, or too long for practical use, or it may be a secure test which can be
made available only for the purposes of validation but not for regular use by the
institution" (p. 178).
The form below might be used by teachers to rate their students' performance:
(Alderson et al. p. 179)
How would you assess each student on a scale of 1 to 5 for each of the following skills:
grammar, writing, speaking, overall language proficiency?











5. Like a native speaker
Davies (1977) adds that predictive validity is established by a statistical
procedure:
"Predictive validity ...is established by a statistical procedure... The correlation
relates the test scores to an acceptable criterion which is predicted and which is
quantifiable. The [experimental] test is the predictor: it shows its predictive
validity in its relation to its future criterion which it predicts" ( p. 60).
The estimation of this type of validity is usually expressed in terms of correlation
coefficients like those commonly used in estimating concurrent validity, with 1 00 and
-1.00 as the highest possible index for perfect positive and negative relationships.
"For example, one might administer a university entrance exam to a group of
students at the time of their entry into university. One might then proceed to collect
grade-point averages (GPAs) for each of these students after each successive year of
university study. Finally, one would correlate admissions exam scores with successive
annual GPAs to obtain predictive validity of the admissions exam" (Henning 1987, p.
97). However, Alderson et al. (1996) argue that the result of any correlations are
obscured by the fact that, on the one hand, the class of grade point averages (GPAs)
reflects not only language ability, "but also academic abilities, subject knowledge,
perseverance, study skills, adaptability to the host culture and context, and many other
variables" (p. 181). On the other hand, GPA-type predictive validity will tend to be
artificially low because the sample has been truncated on the exam under
consideration.
The expectation of correlation coefficient between the experimental test and
the external measure is unusually high. For predictive validity for example, it is
common for test developers and researchers to be satisfied when they achieve a
coefficient as low as +.3 (op. cit.).
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A formula for this method might be expressed as follows (Henning 1987):
it = n,2
where, rtt = the reliability coefficient using this method
r 1,2 = the correlation of the scores at time one with those at
time two for the same test used with the same persons.
The usefulness of this method is as Bachman (op. cit.) observes: "Like the
test-retest approach, this is an appropriate means of estimating the reliability of tests
for which internal consistency estimates are either inappropriate or not possible" (p.
182-3). Bachman justifies that:
"It is of particular interest in testing situations where alternate forms of the test
may be actually used, either for security reasons, or to minimise the practice effect.
In some situations it is not possible to administer the test to all examinees at the
same time, and the test user does not wish to take the chance that individuals who
take the test first will pass on information about the test to later test takers. In other
situations, the test user may wish to measure individuals' language abilities
frequently over a period of time, and wants to be sure that any changes in
performance are not due to practice effect, and therefore uses alternate forms" (p.
183)
The procedure for calculating reliability using parallel forms is the following (Henning
1987):
rtt = rA,B
where, rtt = the reliability coefficient
rA,B = the correlation of form A with form B of the test
when administered to the same candidates at the same time
Reliability coefficients determined by this method calculate errors within the
measurement procedure and consistency over different samples of items. (Gronlund,
1982).
Another formula is by the Spearman-Brown prophecy formula which has been
simplified by Gronlund (1982) as follows:
Reliability of total test = 2 x reliability for 1/2 test
1 + reliability for 1/2 test
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For example, if we obtained a correlation coefficient of .70 for two halves of a test,
the reliability for the total test would be computed as follows:
Reliability of total test = ^ x 1-40 .77
1+.70 1.80
For Islamic Education programme, students will be doing double major when
they graduate from AIS, i.e. the teaching of Islamic Education and the teaching of
Arabic language.
The programme of Islamic Education is not called faculty because it is a joint
programme between the AIS, the Faculty of Education, and the Faculty of Language
and Linguistics in the University of Malaya.
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3. CHAPTER THREE: TEST SPECIFICATION AND TEST
CONSTRUCTION
3.1 Introduction
The aim of this chapter is to design and construct a test specification and a
draft of the Arabic language placement test which will be used in the research
experiment. To prepare the ground for this task, this chapter will discuss some basic
steps in preparing the test specification including the general purposes of the test, test
outline, the types of test needed, the level and range of item difficulties, and the
number of items in the test. Finally, I will construct a draft of the Arabic placement
test based on the specifications. Four major aspects of the preparation of the draft
test will be discussed, namely item writing, the content and description of the test, the
analysis of behavioural objectives and methods of scoring.
3.2 Rationale
The review of literature in Chapter One has revealed that there are various
trends in language testing. This literature helps the researcher to determine the most
appropriate trend to follow in the experiment. In addition, the analysis of some test
samples in the AIS in Chapter Two will be used as a guide to investigate the most
appropriate types of test needed.
3.3 Test specification
A test specification is a detailed document, and is often used for internal
purposes in the examining body on a confidential basis. A test specification can be
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defined as the sum total of the qualities and characteristics that the test should possess
(Tinkelman 1971; Alderson et al. 1996). According to Bachman and Palmer (1996:
176), two parts can be included in the test specification:
"(i) the task specifications for each type of task..., and
(ii) the characteristics that pertain to the structure of the test: the number of items,
the salience of parts/tasks, the sequence of parts/tasks, the relative importance
of parts/tasks, and the number of tasks per part".
Test specifications constitute a detailed document, often used for internal
purposes for the test developers and for those who need to evaluate whether a test
has met its aims. Tinkelman (1971: 47) is of the view that the form of the test
specifications should be so complete and so explicit "...that two test constructors
operating from these specifications independently would produce comparable and
interchangeable instruments...".
In order to develop test specifications for the draft paper test at the AIS, I will
use some of the basic steps suggested by Tinkelman (op. cit: 47), and Ebel (1979)1.
These steps are:
(1) defining the general purposes of the test
(2) preparing the test blueprint or outline
(3) planning the types of items to be included in the test
(4) planning the level and range of item difficulties
(5) planning the number of items in the test and its parts
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3.3.1 Defining the general purposes of the test
In order to define the general purposes of the test, the following questions will
be tackled:
(a) What specific areas of abilities are to be measured9
The test is expected to measure students' proficiency in Arabic which covers language
skills, vocabulary acquisition and grammatical accuracy in accordance with year one
syllabus in the AIS.
(b) What sort of learner will be taking the test?
The test is intended for the new intake of students who have been accepted to study
for the academic year 1998/99 at the AIS.
(c) How are the test scores to be used?
The test scores are to be used to assess students' ability in Arabic and thus place them
in particular groups in accordance with their ability. The test scores will also be used
to predict students' proficiency in Arabic at the end of the period of instruction.
(d) How long will the test be?
The length of time for the designed test will be not more than three hours in one
testing period during the university's orientation week. If it is found that because of a
full testing schedule during that week, the administration of the proposed test will be
divided into two parts: the first part with one and a half hours of testing time and the
second part with one hour testing time.
(e) Will equivalent forms be needed?
Equivalent forms may be indicated if some students miss the initial testing.
The immediate equivalent forms will be the learners' scores of Arabic tests from their
last secondary school or the equivalent.
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From the answers to the above questions , the statement of general purposes
of the draft test may be drawn up as follows:
Competence in Arabic, as defined for the purposes of this test, consists of
knowledge of Arabic grammar, listening skills, reading skills, writing skills and
the acquisition of vocabulary for Year One syllabus in the AIS. No attempt is
made to include oral skills. This test is to be administered to new students
who have been accepted to study at the AIS for the academic year 1998/99.
The test scores are to be used to assess the students' ability in Arabic and thus
place them in particular groups according to their ability as well as to predict
students' proficiency in Arabic at the end of the instruction. The test must be
designed not to require more than three hours of administration in any testing
period. The equivalent form will be obtained only if any student misses the
test.
3.3.2 Preparing the test blueprint or outline
The statement of general purpose seldom supplies test constructors with an
adequate basis on which to begin test preparation. The purpose of the test blueprint
or outline is therefore to define for the test constructors the scope and emphasis of the
test (Tinkelman, op. cit ). The test blueprint can be defined as the plan of
stratification that is then followed in drawing up the test sample. There are various
reasons why test constructors need the outline of the test. One of the reasons is
because a test is a work sample. Thus the role of a carefully prepared outline is to
draw a line that all the test contents represent the syllabus. This can be summarised as
follows:
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(A) The specific purpose of the test
The test is a placement test: its specific purpose is to assess new students'
level of Arabic language ability so that they can be placed in the appropriate group or
course. Students are placed according to their rank in the test results so that, for
example, the students with the top scores go into the top group. The content of the
test will be based on the syllabus taught at the AIS as well as unrelated material but at
a level equivalent to the syllabus concerned. Since the content of the test covers
various skills, students' ability in different skills such as listening and writing will be
identified. This means that a student could conceivably be placed in the top reading
group, but in the bottom listening group, or some other combination. The test also
has the purpose of deciding whether students need to attend a preparatory course or
whether they could be exempted from such a course.
(B) The content of the test
The term test content has been used to cover both the subject matter of the
test and the type of ability that is being tested (Tinkelman op. cit ). This part will
establish not only the different topics of subject matter to be covered in the test but
also the types of behaviour to be elicited with regard to each area. The details of
these two are discussed below:
(i) Topics covered in the test.
For Arabic syntax, Arabic morphology, writing and reading, the syllabus at the
pre-AIS and the First Year Arabic syllabus at the AIS are used as the main framework
(see 2.3.1. (a) and (b) in Chapter Two for details of the syllabus). For writing and
reading skills, the language content is general, referring forward to the course the
students are going to take. The language content will not be specified in very much
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detail because the candidates are new and come from different learning backgrounds.
For the listening test, the materials will be taken from other sources since this skill is
not covered in the syllabus.
(ii) Analysis of behavioral objectives
The analysis of behavioral objectives is important because it determines which
activities and skills should be appraised in the test. In addition, it should faithfully
reflect the objectives of the instruction (Gronlund, 1982). In this connection, a useful
tool is the Taxonomy of Educational Objectives by Bloom et a/. (1956)2. There are
six taxonomy categories which can be summarised as follows3:
(a) knowledge for identifying, naming, defining, describing, listing, matching,
selecting, and outlining;
(b) comprehension for classifying, explaining, summarizing, converting, predicting,
and distinguishing;
(c) application for demonstrating, computing, solving, modifying, arranging, and
operating;
(d) analysis for estimating, separating, ordering, and inferring;
(e) synthesis for combining, formulating, designing, composing, and revising; and
(f) evaluation for judging, critiquing, comparing, justifying, concluding, and
discriminating.
When the subject matter of the test and the type of ability that is to be tested
have been selected and clearly defined, a two-way chart - which is called a table of
specifications - will be prepared. The table relates the outcome of the subject matter
and indicates the relative weight to be given to each of the various areas. From this
table, the readers can determine the balance of the test contents and the type of the
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ability assessed. However, it is important to stress here that this does not mean that
there should be a uniform distribution of the taxonomy categories in the table of
specifications. Rather, the balance should depend on the subjects and areas of study.
With regard to these matters, Tinkelman (1971: 55) says that:
"Behavioral objectives, such as 'knowledge of definitions' or 'knowledge of
generalisations' often are more appropriate for certain content areas than others. In
social studies tests, map-reading skill is a common behavioral objective... The test
constructor should not hesitate to make adjustments in the blueprint based on logic
and reason, while ever mindful of possible confounding effect."
3.3.3 Planning the types of items
The test uses various types of items ranging from multiple choices, dictations,
cloze tests, true-false, to writing short essays. The draft distribution of every skill and
topic is as follows:
(i) Listening Test: the listening test contains multiple-choice items and dictation. For
the Dictation Test, it is a combined skill with the Writing Test
(ii) Reading Test: the Reading Test, which includes a vocabulary test, contains three
types of item: cloze test, the true-false test with correction, and multiple-choice
items which include multiple-response variation
(iii) Writing Test: the Writing Test consists of dictation and writing a short essay
(iv) Arabic grammar (syntax and morphology): item types for Arabic grammar are
true-false with correction and detecting errors in sentences in the multiple-choice
format.
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3.3.4 Planning the level and range (distribution) of item difficulty
With regard to the level of item difficulty, Richardson (1936) in Ebel (1979:
89) suggests that "...a test composed of items of 50 percent difficulty has a general
validity which is higher than tests composed of items of any other degree of
difficulty". In the same manner, Gulliksen (1945) in Ebel (op. cit: 90) stresses that
"...in order to maximize the reliability and variance of a test the items should have
high intercorrelations, all items should be of the same difficulty level, and the level
should be as near 50 percent as possible".
Ebel (1979) suggests two ways in which this matter can be approached. The
first is to include in the test questions or problems that are answerable by any
students. Ebel adds that with this approach, most of the students can be expected to
answer the majority of the questions correctly. The questions are very effective in
discriminating the various levels of abilities of the students - best, good, average,
weak, and poor.
The second approach is to construct tests on the basis of their ability to reveal
different levels of proficiency among the students tested. Ebel agrees that this
approach requires a preference for somewhat more difficult questions. Taking as an
example the open-ended questions: if 32 percent of the examinees answer an item
correctly, the item is said to have a difficulty index of 32 percent or .32, usually
indicated by the letter p which means percentage passing.4
The difficulty index for the items in the test that I am going to construct will
be based on the second approach, because it is much easier to use. The ideal difficulty
of the items would be at a point on the difficulty scale midway between zero difficulty
(100 percent correct response) and chance level difficulty (50 percent correct for true-
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false items and 25 percent correct for four-alternative multiple-choice items).
Another approach that I am going to use to obtain the required item difficulty is by
using the measurement of a discrimination index. The discrimination index (Dl)
"measures the extent to which the results of an individual item correlate with results
from the whole test" (Alderson et al., 1996: 80).5
3.3.5 Planning the number of items in the test and its parts
The number of items in the test depends on three main factors: the time
allocated for the test ; the level of difficulty of the questions; and the level of students
sitting the test. Ebel (1979) is of the opinion that it is difficult to specify precisely
how many items should be included in a given test. However, he suggests that :
"...lest constructors might assume that typical multiple-choice items can be
answered by even the slower student at the rate of one per minute, and the true-
false items can be answered similarly al the rate of two per minute [and] an essay
question or a problem depends on the nature of the question or a problem..." (p.78).
Since the time limit for the test is not more than three hours and the students












writing dictation one passage 20 minutes
(C) Reading cloze test two passages 20 minutes
(D) Reading of
comprehensive




passage multiple-choice 10 10 minutes
(F) Writing short essay one passage 30 minutes
(G) Arabic grammar true-false 40 30 minutes
(H) Arabic grammar multiple-choice 15 10 minutes
* Time allocated for listening to comprehensive passage includes listening to the
recorded voice on the tape recorder.
** Approximately ten minutes are allocated for reading passage(s) in the reading to
comprehensive passage.
Note: the total time for the test is approximately two hours fifty minutes which allows
an extra ten minutes as reserve time for revision, correction, etc.
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3.4 The description of the preliminary test
In this section, the discussion focuses first on a general description of the test
and then on a detailed description of each test. It should be noted here that the
following description is at the preliminary stage only. The final test framework will be
settled only after the pre-test (pilot study) has been carried out, and after consultation
with experts in this field.
3.4.1 Genera! description
The purpose of the Arabic Placement Test, as stated above, is to measure
students' abilities linguistically and communicatively. The battery includes two
subject-related tests: a test of listening, reading and writing skills ; and a test of Arabic
grammar. The listening test consists of two types of items: multiple choice and
dictation. The Reading Test consists of three types of items: cloze, true-false and
multiple choice. The Writing Test consists of two types of items; a short essay and
dictation which also tests listening skills. The test of Arabic grammar consists of two
types of items: true-false and multiple choice. The total number of sub-tests is five.
The test does not assess spoken language, since oral tests can only be undertaken on
an individual basis. The need in placement testing is essentially for a group test which
can be taken in a short period of time.
The materials for the test cover general topics and topics specifically related to
the students' areas of study, i.e. Shari'a, Usuluddin, and Tarbiya lslamiyya. The
rationale for including a specific and a general topic of Arabic is that this will allow
for an investigation of the relationship between language competence and background
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knowledge. We can thus determine theoretically and empirically which topic better
predicts students1 future performance, i.e. academic success.
To prepare the test materials, I have referred to text books and lecture notes
from the Year One syllabus at the AIS. These materials have been supplied by the
AIS for this particular purpose. I have also referred to materials from the
departmental library of the Department of Islamic and Middle Eastern Studies at the
University of Edinburgh.
The material for the listening test is not available at this stage. It is hoped that
these materials can be obtained during a visit to some Arab universities which I will
undertake in the near future. I also hope to collect material when I return to Malaysia
to administer the preliminary test, including material from lectures at the AIS, some of
which will be used as simulated lectures for the tests. In the discussion below, I will
explain each sub-test in terms of its content and will give brief illustrations of items.
3.4.2 Test material
The discussion below focuses test materials for the draft sub-tests, which will
be used in the pilot study. Four topics will be discussed in this section: item writing,
content and description of the test, analysis of behavioral objectives, and methods of
scoring. The Reading Test is discussed first, followed by Grammar, Essay and lastly
Dictation Tests.
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3.4.2.1 Test A: Reading comprehension
3.4.2.1.1 Item writing
In order to prepare the materials for this type of test, I have referred to several
resources such as text books for Year One at the AIS, test items from various
institutions such as Center for Applied Linguistics at Washington and the Language
Centre at King Saud University and the Language Centre at Jordan University. The
purpose of investigating these materials is to get a general idea as to what types of
reading materials are being used for the purpose of placement or proficiency tests.
3.4.2.1.2 Content and description of the test
The test consists of ninety-nine items divided into three parts: Part One is
multiple choice with ten questions; Part Two is true-false type with twenty questions;
and Part Three is cloze-test type with sixty-nine questions. Below are the details of
the test content followed by the description of the content:
(i) Test content.
As stated earlier in 3.3.1, the materials for the test are taken from general
topics as well as from topics specifically related to the students' areas of study, i.e.
SharVa, Usiiluddin, and Tarbiya Islamiyya. The rationale for including a specific and
a general topic of Arabic is that this will allow for an investigation of the relationship
between language competence and background knowledge and thus determine
theoretically and empirically which topic better predicts the students' future
performance, i.e. academic success.
Part One (see Appendix A.2.1: 440-442): Part One consists of multiple choice
questions. It includes four texts ranging from general topics to Islamic religious
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matters with different levels of difficulty in terms of vocabulary usage and themes.
For example, the first two texts are considered as a test of general Arabic: the first
text is about an orator asked on how long he needs to prepare his speeches ranging
from short speeches to long ones and the second text is about the harmful effects of
being a smoker. The last two texts are about the responsibility as a parent in looking
after his or her children from the Islamic point of view. We may assume that these
two texts are related to Islamic religious matters. The number of questions for every
text can be summarised as follows:





Part Two (see Appendix A.2.1: 442-444): Part Two is a true-false type of test. It
includes five texts followed by twenty questions all together. As in Part One, topics
for every text differ in terms of themes, difficulty and vocabulary usage. The
relatively challenging topics, for example, are the last two texts. The following is a
summary of every text:
Text One: This text is followed by two questions. It concerns the obligatory prayer
which is fully related to the students' areas of study, i.e. Shan a, Usuluddln, and
Tarbiya Islamiyya. The text itself was taken from the primary reference book for the
Faculty of Shari'a at the AIS.
Texts Two and Three: the texts, followed by eight questions, cover general Arabic
and are not directly related to the students' area of study. With some alterations, both
texts are taken from the Arabic Proficiency Test paper prepared by the Center for
Applied Linguistics at Washington.
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Text Four: this text is also about general Arabic. Flowever, it is relatively more
difficult than the first three texts in terms of vocabulary usage and is followed by five
true-false questions.
Text Five: this text, followed by five questions, is again fully related to the syllabus at
the AIS. It may be suggested here that if the candidate can answer all the questions
from this text correctly, his or her ability to study major subjects at the AIS is very
high; the level of difficulty of the text is high and only those who are fluent in Arabic
will be able to do it.
Part Three (see Appendix A.2.1: 444-445): this part, which is a cloze test, can be
classified as the most difficult task in the reading comprehension test. There are two
texts in this part: the first has 24 blanks with the deletion of every fifth word, and the
second has 45 blanks with the deletion of every sixth word. The first and the last
sentences for each text are left intact to provide lead-in and lead-out context.
In selecting the test content, I have considered several factors such as
intellectual content, cultural content, linguistic difficulty, and register and level of
formality. Taking, for example, the first text, which is about the holy journey made by
the Prophet Mohammed (Peace be upon him) to the Mosque of al-Aqsa and then to
bear witness to Allah at the Sidrat al-Muntaha. This journey is known as the al-Isra'
wa'l-mVraj. This important event is well known among Muslims because it is
celebrated every year. The second text is also related to Muslim culture. It is about
ethics and morality in Islam which have been translated into every-day activities such
as eating, drinking, going to the toilet, wearing clothes and meeting people. In other
words, the contents of both texts are not new to the examinees. It is important to
stress here that the passages are not accompanied with any illustration, diagrams etc.
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so that no information other than that provided by the reading texts could be used in
allocating the missing words. Also neither text refers to remarks either before or after
them.
(ii) Description of the test
The description of the test can be summarised as follows:
Cover page: The Arabic rubric instructs the candidates to write their names and other
information on the answer sheet, and also gives the total number of questions, and the
total marks for each question. The time allocated is fifty minutes only: ten minutes for
Part One, and twenty minutes each for parts two and three. Candidates are not
allowed to write their answers on the question papers.
As stated earlier, the test consists of three parts: Part One consists of the
multiple-choice questions, Part Two consists of true-false type questions, and Part
Three is a cloze test. For multiple choice in Part One, the examinees have to indicate
the correct answers by making a circle around one of the four choices on their answer
sheet, which is provided separately. The number of correct answers for every choice
is as follows: alif and dal, ahve four correct answer each; ba and Jim have one
correct answer each. A sample of an answer sheet is provided in the Appendix A.2.5:
496-97)
In Part Two, the examinees are required to determine whether the statements
provided in the questions are true or false by marking ( v ) for the true statements and
(X) for the false statements. The total number of statements in this part is twenty:
eleven are true statements and the remaining nine are false statements. This test
differs slightly from the Grammar Test discussed below because it does not ask the
examinees to provide the correct answers for the false statements. This is because it
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is more difficult for the examinees to write down the true statements. They would in
this case be obliged to refer back to the texts, which do not contain exact facts as in
the Grammar Test. Moreover, composing original statements can take up too much
time and answers may vary between candidates.
In Part Three, the examinees are required to fill in the blank words which are deleted
mechanically.
3.4.2.1.3 Analysis of behavioral objectives
The analysis of behavioral objectives was used in designing the questions
based on the formula of Taxonomy Bloom. The table below shows the number of
items in each category for multiple choice type and true-false type (see Appendix
A.2.1: 440-44):
Taxonomy categories no. of items and question nos. (in bracket).:
3.4.2.1.4 Methods of scoring
There are basically two types of marking of the whole test in this experiment:
objective and subjective. Objective marking is used for multiple choice, true-false,
error-recognition, and other item types where the candidates are required to produce
a response which can be marked as either 'correct' or 'incorrect'. Subjective marking
usually refers to assessing tests of writing or speaking in which the examiners make
1. knowledge
2. comprehension
10 (1, 8, 9, 21, 22, 25, 26, 27, 29, 30)
6 (10, 16, 17, 18, 24, 28)
nil
7(4, 7, 13, 14, 15, 19, 23)
2 (2, 3)






judgements using a rating scale. The scale may consist of numbers, letters or other
labels eg. 'Excellent' or 'Poor' "...which may be accompanied by statements of the
kind of behaviour that each point on the scale refer to" (Alderson et al. 1996: 107).
For rating essays alone, there are four principle types of scoring scales: holistic,
analytic, primary trait, and multitrait (Cohen, 1994).
The full set of acceptable answers is called a 'key' or 'mark scheme',
depending on how much need there is for examiners to exercise their discretion in
marking (Mathews, 1985). The methods of scoring for each of these will be
described below in accordance to what format each sub-test uses.
For the Reading Test, two methods of scoring will be used:
(i) For multiple choice format, the key which is the correct answer to every item will
be provided to the examiners to calculate the total marks obtained by every
candidate. In addition, each response (a, b, c, d) will be given one point: 1 for (a),
2 for (b), 3 for (c), and 4 for (d). Zero will be given for unanswered questions.
The reason for giving numbers at this stage is because every answer whether it is
right or wrong will be analysed to obtain an item facility for every item of the test
which will be discussed later.
(ii) For true-false and cloze test formats, the mark scheme method is used because
there is more than one possible response for an item. Therefore, every incorrect
response will be marked with number one, every correct response will be marked
with number two, and every unanswered question will be marked with zero. Since
the ensuring of the correct answer in the cloze part is more flexible, i.e. any
contextually appropriate replacement such as something that is grammatically
appropriate, semantically appropriate or both together will be implemented in the
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real test, the examiners are required to make a record of unpredicted answers that
are acceptable.
3.4.2.2 Test B: Arabic grammar
3.4.2.2.1 Item writing
Generally a criterion-referenced approach to item writing is used. This means
the items test students in terms of specific performance, i.e. what an individual can do,
without reference to the performance of other candidates (Gronlund, 1982). Items
are constructed each measuring a specific aspect of the grammar topics assigned to
Year One syllabus at the AIS. To prepare the items, I have analysed the Arabic
grammar textbook written by language teachers at the Faculty of Language and
Linguistics at the University in an attempt to identify those grammatical elements
most likely to be used by the students when dealing with Arabic and with subject
related materials, i.e. their major courses.
In addition to the analysis of the text book, I have also referred to the findings
of a published research project conducted by myself (Dahan, 1996) on error analysis
in writing done by final year students at the AIS. In my study, I found that some
mistakes are related to Year One Arabic Syntax such as indefinite and definite forms,
nominal sentences, and subject and predicate; and for morphology, the mistakes
made by the samples relate to singular, dual, and plural, aplastic and inflected nouns
and verbs, and verbs that are bare of any accessory and verbs that have an accessory.
Although the findings of the research have no direct relation to this study, these
findings are useful in so far as I am dealing with a homogeneous population who share
the same first language. In this regard, Lado (1961) is of the view that since the non-
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native speakers have a mother tongue which differs from the target language, in this
case Arabic, we need to identify areas of differences using contrastive analysis and
then test them.
3.4.2.2.2 Content and description of the test
The test consists of 65 items divided into two types: multiple choice and true-
false. These items represent the grammatical topics for the Year One syllabus at the
AIS. Below are the details of the test content followed by the description of the test:
(i) Test content (see Appendix A.2.1: 446-51):
The particular topics of grammatical structure and the total number of items
which are included in the composition of the test are:
Topic: no. of items
1. Syntax 36
2. Morphology 14
The details of the syntax topic covered by the multiple choice are as follows:
declension and indeclension 6
indefinite and definite 6
subject and predicate 6
irrna and its sisters 10
kcma and its sisters 8
The details of the morphology topic covered by the multiple choice are as follows:
Total 36
singular, dual, and plural
aplastic and derivative nouns






The total number of items, according to topics for true-false type is as follows:
1. Syntax 7
2. Morphology 8
Topics for syntax and morphology covered in the true-false type are relatively similar
to those covered in the multiple choice.
(ii) Description of the test
The description of the test can be summarised as follows:
Cover page: The Arabic rubric instructs the candidates to write their names and other
information on the answer sheet, and also gives the total number of questions, and the
total marks of each question. The time allocated is forty minutes only: thirty minutes
for Part One and ten minutes for Part Two. Candidates are not allowed to write their
answers on the question papers.
The test consists of two parts: Part One consists of multiple-choice questions
and Part Two is the true-false questions. Both parts provide an example on how to
answer the questions.
Part One (see Appendix A.2.1: 446-50): With the stem, the multiple choice
questions ask or imply a direct or an indirect question to acquaint the examinee with
the problem that is being posed, (to view an example of direct and indirect questions,
see items no. 13 and 4 respectively in Appendix A.2.1: 446, 447):
Four responses are provided: alif ba'\ j~im\ and dal. Since multiple-choice
responses are all intended to be answers to the same question, I have chosen the three
distractors as much as possible to be parallel in grammatical structure, in type of
content, in length, and in complexity with the correct answer. Taking as an example
question no. 5: the four choices use the same word akh (brother) as a root and the
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same pronoun na (us) attached to that word. The only differences are the distractor
(alif) in the genitive form; the distracter (ba') in the accusative form; and the
distracter (Jim) in the plural form. The answer, which is (cldl), is in the nominative
form.
The examinees have to indicate the correct answers by making a circle around
one of the four choices on their answer sheet which is provided separately. The
proportion of the total correct answer for every choice is as follows: alif has eleven
correct answers; ba' has fourteen correct answers; Jim has twelve correct answers;
and dal has thirteen correct answers. A sample of an answer sheet is provided in
Appendix A.2.5: 498, 499.
Part Two (see Appendix A.2.1: 450-51): The examinees are required to
determine whether the statements provided in the questions are true or false by
marking (v ) for the true statements and (X) for the false statements. Fifteen
statements have been derived, six of them false. In addition to marking, the
examinees have to provide the correct answers for the false statements they mark.
The risk is that correct answers may be achieved by guess-work.
3.4.2.2.3 Analysis of behavioral objectives
The analysis of behavioral objectives has been used in designing the questions
based on the formula of Taxonomy Categories6. Most of the questions in Part One
which are the multiple choice can be characterised as knowledge and application
categories. For example, in the knowledge category, the examinees are required to
name, or to match the answer with what they have learned of Arabic grammar. On
the other hand, in the application category, the examinees are required to demonstrate
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their understanding of Arabic grammar when dealing with this type of question.
Question nos. 1, 2, 3, and the like are the sample for the application category while
question nos. 13, 15, 18, and the like are the sample for the knowledge category.
The true-false questions in Part Two have been characterised as the synthesis
category. The examinees are required to combine their knowledge of Arabic grammar
with the statements laid in the questions in order to determine whether those
statements are true or false. The table below shows the summary of the taxonomy
categories for the Arabic Grammar paper:








From the above table, it may be argued that there is no balance between the
taxonomy categories used in the Arabic Grammar Test. It is important to stress here
that this does not mean that there should be a uniform distribution of the taxonomy
categories in the table of specifications. Rather, the balance should depend on the
subjects and areas of study. Arabic grammar, for example, deals with facts rather than
with opinions. Therefore it is difficult to design questions which can be characterised
as comprehension, analysis, and evaluation categories.
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3.4.2.2.4 Method of scoring
The Grammar Test has two formats: multiple choices and true-false which can
be classified for the scoring method under objective marking. Two methods of
scoring have been used to mark students' response to this test.
(i) For multiple choice format, the key which is the correct answer to every item will
be provided to the examiners to calculate the total marks obtained by every
candidate. In addition, each response ( a, b, c, d ) will be given one point: 1 for
(a), 2 for (b), 3 for (c), and 4 for (d). Zero will be given for unanswered questions.
The reason for giving numbers at this stage is the same what has been mentioned
above in the Reading Test; and,
(ii) for true-false format, the mark scheme method is used because there is more than
one possible response for an item. Therefore, every incorrect response will be
marked with number one, every correct response will be marked with number two,
every half-correct answer will be marked with number three, and every unanswered
question will be marked with zero.
3.4.2.3 TestC: Essay
3.4.2.3.1 Item writing
Although the Dictation Test involves certain writing skills, students also need
to be tested on this skill in more depth, i.e. producing an original piece of writing in
Arabic for formal academic writing tasks. The topic of the essay is: A New Life at
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University. Some major points are provided in the question paper to help the
examinees to write down their essay.
3.4.2.3.2 Content and description of the test
(i) Test content (see Appendix A.2.1: 452)
As stated above, the topic is very relevant to the examinees because it reflects
their own experience. The writing starts with the first point which is about getting the
result of the final examination at secondary school or at pre-university level. Ail of
the examinees have gone through this stage otherwise they would not be in the
examination hall on that day. The examinees are required to write about their feelings
and reactions to the result of the final examination The second point highlights the
procedures that the examinees have gone through when applying for a place at the
university where they are now. These procedures involve requesting an application
form, filling in the form, and then sending it to the respective body so that the form
can be processed. The third point focuses on the happiest events in the examinees'
academic life: receiving an offer of admission to the university. They are expected to
express their feelings concerning this particular event, and then to describe the
preparations for going to the university which might involve buying clothes, books,
tickets, and preparing documents such as certificates, photos, x-ray film, medical
reports, etc. The last point focuses on the most exciting part of the whole experience
that is, the first day at university. The examinees are expected to differentiate
between life at secondary school and life at university, how the seniors welcome them,
the quality of the food in the halls of residence, and how big the library, lecture halls,
and gymnasium are, etc. It should be clear from the above that the examinees should
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not have any difficulty in writing on the suggested topic since it touches every one of
them.
(ii) Description of the test
Cover page: The Arabic rubric instructs the candidates to write their names,
their answer and other information on the answer sheet, and also the total marks of
the question, and that the time allocated is thirty minutes only. Candidates are not
allowed to write their answers on the question papers. The duration of the test is 30
minutes. The examinees are required to write the essay on the provided answer
papers only and no maximum or minimum number of words is required. With regards
to format, the examinees have a choice whether to write their essay in letter format or
descriptive or dialogue formats or any other format they are interested in, using the
main points given in the question paper. They are allowed also to add any points they
think relevant to the topic of the essay since the purpose of listing major points in the
question paper is to help them to gather the ideas of the topic only.
3.4.2.3.3 Analysis of behavioral objectives
The analysis of behavioral objectives has been used in designing the questions
based on the formula of Taxonomy Categories. Some of the taxonomy categories will
be employed in this test. For example, in the knowledge category, the examinees have
to use their knowledge of specifics to choose the right terminology and facts in their
writing. In the application category, the examinees have to demonstrate their
understanding of Arabic grammar that includes syntax and morphology when dealing
with this type of exercise.
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3.4.2.3.4 Method of scoring
Subjective marking that refers to assessing tests of writing or speaking in
which the examiners make judgements using a rating scale is employed in this test.
Among the four types of scoring scales, namely holistic, analytic, primary trait, and
multitrait, I will choose the analytic scale. According to Weir (1990), there are two
main advantages in using analytic scoring: analytic scales guard against the collapsing
of categories; and, training of raters is easier when there is an explicit set of analytic
scales.
Each scale in the analytic scoring will assess different aspects of writing. Four
aspects of writing will be assessed. They are content and organisation (10 marks),
vocabulary (5 marks), grammar (5 marks), and mechanics (5 marks) which bring the
total of 25 marks.
Below are the details of the scales being used in giving marks to every aspect








main ideas stated clearly and accurately,
change of opinion very clear; well organised
and perfectly coherent
main ideas stated fairly clearly and accurately,
change of opinion relatively very clear;
main ideas somewhat unclear or inaccurate,
change of opinion statement weak; loosely
organised but main ideas clear, logical but
incomplete sequencing
main ideas not clear or accurate, change of
opinion statement weak; ideas disconnected
lacks logical sequencing
main ideas not at all clear or accurate, change





5 Excellent very effective choice of words and use of idioms
and word forms
4 Good effective choice of words and use of idioms and
word forms
3 Average adequate choice of words but some misuse of
vocabulary
2 Poor limited range, confused use of words, idioms,
and word forms
1 Very poor very limited range, very poor knowledge of
words, idioms, and word forms
3. Grammar
Marks: Label Criteria
5 Excellent no errors, full control of complex structure
4 Good almost no errors, good control of structure
3 Average some errors, fair control of structure
2 Poor many errors, poor control of structure
1 Very poor dominated by errors, no control of structure
4. Mechanics
Marks: Label Criteria
5 Excellent mastery of spelling and punctuation
4 Good few errors in spelling and punctuation
3 Average fair number of spelling and punctuation errors
2 Poor frequent errors in spelling and punctuation
1 Very poor no control over spelling and punctuation
3.4.2.4 Test D: Dictation
3.4.2,4.1 Item writing
This test is aimed at assessing students' ability to listen, understand, and then
write information dictated to them. This is very important for their every-day
academic life because the Dictation Test in a way resembles the task of note-taking in
a lecture room situation. The only difference is that in the Dictation Test the
examinees are required to write what they hear in full The passage to be dictated has
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been prepared by me and to the best of my knowledge, it does not contain highly
complicated words. The theme of the text is very familiar to the examinees. It is
about preventing people from doing bad things using three methods suggested by the
Prophet Mohammed (peace be upon him) in his famous Hadith. The purpose of
selecting a theme that is familiar to the examinees is to ensure that they will not have
to deal with a dictation topic that is totally new to them. If this principle is not
observed, the Dictation Test may prove to be very difficult, especially for beginners at
the university level.
3.4.2.4.2 The description of the test (see Appendix C: 546 for the recorded voice)
The entire Dictation Test - including instructions, the introductory passage,
and the test passage - is written by me and is recorded on audio tape by a native
speaker7. This is the only test in which the examinees are not provided with question
papers. They are provided only with the answer sheet to write down what is read to
them. The duration of the test is approximately 25 minutes. This includes:
(a) instructions for the test;
(b) the first reading of the test passage during which the entire text is read to the
examinees at normal conversational speed while they listen only;
(c) the second reading of the test passage which includes pauses (approximately 39
pauses) after each of the test's segments to allow the examinees to write down
what they hear;
(d) the third reading of the test passage in which the text is read at the same speed as
the first reading to allow the examinees to check and correct their work, if
necessary; and
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(e) a two minute pause for a final check and corrections.
I have allocated in the test passage the length of pauses (in seconds) by writing
down the relevant number of seconds in brackets after each segment. This length is
set by spelling letter-by-letter each word sequence once, before proceeding to the next
segment in the passage. The minimum length of each segment is one word and the
maximum is five words. The length of the pauses varies between three and fifteen
seconds. (The full texts including an answer sheet are attached in Appendix A.2.1:
453 and A.2.5: 504-5).
In the test instructions, the examinees are reminded not to write down the
marks of punctuation, e.g. comma, full stop, semi-colon, etc, in the test passage but to
write them down exactly as they are. During the second reading, the marks of
punctuation are mentioned again together with the test passage so that the examinees
can put them down on their answer sheet. Whitaker (1982) recommends excluding
the announcement of the marks of punctuation because they are not part of the
spoken language and suggests letting the examinees judge by themselves where to
supply punctuation marks. However, I find that mentioning these marks helps the
examinees to understand the passage better.
3.4.2.4.3 Analysis of behavioral objectives
The analysis of behavioral objectives has been used in designing the questions
based on the formula of Taxonomy Categories. The knowledge category has been
used because candidates have to identify and to select which word to write when they
listen to the text. Some elements in the application category have been used too
because candidates have to demonstrate their ability to choose the right word for their
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writing. Therefore it can be said that the Dictation Test combines two types of skill in
one test: the ability to receive what is spoken, i.e. listening skills, and the ability to
produce what is heard in writing, i.e. writing skills.
3 4.2.4.4 Method of scoring
Objective marking is used for the Dictation Test because the candidates are
required to produce a response that can be marked as either 'correct' or 'incorrect'.
From the text, I have selected 27 words and items of punctuation that will be given a
mark if candidates write them correctly. The selection of these words and
punctuation is based primarily on the error analysis of non-native speakers of Arabic
that was conducted in the AIS in 1994 (Dahan, 1996). Below are the details of words
and punctuation that have been chosen for the marking scheme:
Particulars: Question nos
1. combination words:
(i) two words that are pronounced as one word 9, 11, 20
(ii) three words that are pronounced as one word 19
(iii) four words that are pronounced as one word 1,24
2. the use of alif lam qamariyya 3, 5, 10, 15.
3. the use of alif lam shamsiyya 4, 12,
4. the use of idafa 8, 23
5. the use of long and short vowels 18, 26, 27.
6. the use of hamzat al-wasl 15, 23, 24
7. the use of certain huruf
(a) harf Qaf 7
(b) harf dhal 13




(f) harf dial 25
22
17
8. the use of punctuation:
(a) colon 6
(b) comma
(c) full stop 21
16
9. the use offi 7 al-majzum 2
3.5 Summary of Chapter Three
In this chapter, I have designed the test specification as a guideline for
constructing a draft of the Arabic language placement test, for the purpose of this
research. The design of the test specification was not an easy task. Therefore, I have
discussed, prior to the establishment of the test specification, the various steps to be
followed These steps, as discussed in detail above, provide very important
information as well as giving a general guide to ensure that the establishment of the
test specification reflects the characteristics of the test. After establishing the test
specification, one set of the draft test was set up. Four main aspects of the
construction of this draft test were discussed. They are item writing, the content and
description of the test, the analysis of behavioural objectives, and the methods of
scoring. It is hoped that the draft test, the construction of which is based on the test
specification, will have a high face and content validity. These two types of validity
will be discussed in the next chapter.
135
End notes:
Some other references which are important for preparing test specifications
can be found in Gronlund (1982), Alderson et al. (1996), and Bachman and Palmer
(1996).




1.10 Knowledge of Specifics
1.11 Knowledge of Terminology
1.12 Knowledge of Specific Facts
1.20 Knowledge of Ways and Means of Dealing with Specifics
1.21 Knowledge of Conventions
1.22 Knowledge of Trends and Sequences
1.23 Knowledge of Classifications and Categories
1.24 Knowledge of Criteria
1.25 Knowledge of Methodology
1.30 Knowledge of Universals and Abstractions in A Field
1.31 Knowledge of Principles and generalisations
1.32 Knowledge of Theories and Structures
B. Intellectual Abilities Skills
2.00 COMPREHENSION (Grasping the meaning of material)
2.10 Translation (Converting from one form to another)
2.20 Interpretation (Explaining or summarising material)
2.30 Extrapolation (Extending the meaning beyond the data)
3.0 APPLICATION (Using information and abstractions in a particular
situation)
4.00 ANALYSIS (Breaking down material into its parts)
4.10 Analysis of elements (Identifying the parts)
4.20 Analysis of relationships (Identifying the relationship)
4.30 Analysis of organisational principles (Identifying the
organisations are arranged)
5.00 SYNTHESIS (Putting parts together into a whole)
5 .10 Production of a unique communication
5 .20 Production of a plan or proposed of operations
5 .30 Derivation of a set of abstract relations
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6.00 EVALUATION (Judging the value of a thing for a given purpose using
definite criteria)
6.10 Judgement from internal evidence
6.20 Judgement from external criteria
An illustration of taxonomy categories with Action verbs by Gronlund (op
cit., 23)
TAXONOMY SAMPLE VERBS FOR STATING
CATEGORIES SPECIFIC LEARNING OUTCOMES
KNOWLEDGE Identifies, names, defines, describes, lists, matches,
selects, outlines
COMPREHENSION Classifies, explains, summarises, converts, predicts,
distinguishes between
APPLICATION Demonstrates, computes, solves, modifies, arranges,
operates, relates
ANALYSIS Differentiates, diagrams, estimates, separates, infers,
orders, subdivides
SYNTHESIS Combines, creates, formulates, designs, composes,
constructs, rearranges, revises
EVALUATION Judges, criticises, compares, justifies, concludes,
discriminates, supports
The difficulty index may vary from p = 0 for an item answered correctly by no
examinee to p = 1.00, for an item answered correctly by all examinees. The difficulty
index may be adjusted to remove the chance success by the examinees (Tinkelman,
1976). The chance success always happens in a question that has multiple answers.
In a multiple-choice item or true-false items, it is likely that a certain percentage of the
examinees who do not know the answer correctly answer the item as a result of
guessing. Even though the extent to which guessing can never be precisely
determined in the case of any specific item, it is often useful to estimate what
percentage of the examinees actually knew the correct answer Tinkelman (op. cit.,
62-3) suggests the following to eliminate the effect of chance success by the
examinees:
"For example, if a four-option item is answered correctly by 70 percent of the
examinees, then it can he assumed that the 30 percent who failed the item and
apparently guessed wrong were distributed, on the avarage, with 10 percent
guessing each of the three wrong alternatives. Most probably, therefore, there were
another 10 percent who guessed the correct answer, so that the percentage of
candidates who actually knew the correct answer was very likely closer to 60
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percent than 70 percent."
How to obtain the Discrimination index (Alderson et al. 1996: 274)
1. Rank the students according to their total score.
2. Devide them into three groups, making sure that the top and bottom
groups have equal numbers of students.
3. Count how many students in the top group get an item right, and how
many in the bottom group.
4. Find the different between the number of correct answers in the top group
(RT) and the number of correct answers in the bottom group (RB). Divide
this by the total number of people in the top group (NT):
RT-RB
NT
See end note no. 3 for the detailed explanation about the Taxonomy
Categories.
He is Mr. J. Giaber, a postgraduate student from Libya who is currently
studying for a Ph D degree in translation at the University of Edinburgh.
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4. CHAPTER FOUR: PILOT EXPERIMENT AND INTERNAL
VALIDITY
4.1 Introduction
In Chapter Three, I discussed the test specifications and the procedure for
writing test items. One set of the preliminary test booklet was prepared at the end of
the chapter. The next step which will be presented in this chapter is the pilot survey
of the preliminary test items, the collection of data as a basis for improving items and
selecting the best available items to form the final test. Two sub-topics will be
discussed in this chapter: the pilot experiment of the draft test, and the investigation of
the internal validity of test items using the tools of statistics: descriptive statistics and
item analysis. To prepare the ground for carrying out this task, this chapter will
discuss first the fundamental literature of the pilot test administration. This includes
the purpose of the pilot test, stages involved in the pilot test administration, rules and
regulations for conducting pilot test etc. This is followed by a brief explanation of the
instruments of statistics employed in the analysis. This involves descriptive analysis,
which involves central tendency and dispersion, and item analysis, which involves
item facility (IF), item discrimination (ID) and distractor efficiency (DE) analyses.
4.2 Pilot testing in the testing administration
The word pilot or pretest or tryout refers to "...all trials of an examination
which take place before it is launched or becomes operational or 'live'..." (Alderson
el al. 1996:74). The main purpose of such a test is to collect information about test
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usefulness in order to make revisions in the test itself, rather than to make inferences
about individuals (Bachman and Palmer, 1996). In this regard, Alderson et al. (op.
cit: 73) are of the view that it is very important to do the pilot experiment and try out
the items:
"However well designed an examination may be, and however carefully it has been
edited, it is not possible to know how it will work until it has been tried out on
students. Although item writers may think they know what an item is testing and
what the correct answer is, they cannot anticipate the responses of learners at
different levels of language ability."
Therefore, in order to select the best items from the draft test and to make
improvements in weaker items and in order to drop the weakest items, I need to run
one or more pilot surveys.
4.3 Purpose of pilot study
According to Henrysson (1971), the pilot surveys provide data for such
purposes as:
1. Identifying weak or defective items. For example, from the tryout, we can
identify ambiguous or indeterminate items with nonfunctioning or implausible
distracters;
2. Determining the difficulty of each item so that a screening may be made in order
to have a distribution of item difficulties appropriate to the purpose of the final
test using item facility or item difficulty;
3. Determining for each item its power to discriminate between good and poor
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students in the achievement variable being measured using the item discrimination
index;
4. Determining how many items should constitute the final test;
5. Determining appropriate time limits for the final test;
6. Discovering weaknesses in the directions to examinee and to examiner, in the
sample or practice exercises, in the format, and so forth;
7. Determining the intercorrelations among the items to avoid too much overlap or
bias in item selection and to check the grouping of items into sub-tests.
4.4 Stages of pilot survey
The importance assigned to any one of the above purposes and the nature of
the pilot survey will vary with the type of test and the amount of time and resources
available. Henrysson (op. cit.) views that the whole pilot procedure can ideally be
divided into three stages: pretryout or pretesting, tryout or pilot study, and trial
administration of the final test.
1. Pretryout means a preliminary administration of test items to a small sample of
students from the population on which the test is to be used. At this stage, the
procedure may be informal and may involve only the administration of a
mimeographed set of items. A test constructor does not expect to make a
complete statistical item analysis of the data collected. Henrysson suggests that
the test constructor may wish to administer the pretryout himself since much may
be learned by direct observation and personal interview. Alderson et cil. (1996)
however advise that for the first stage at least two of the samples should be native
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speakers of the language being tested. The purpose of this is to enable them to
see whether the instructions are clear, the language of the items acceptable and the
answer key accurate. Alderson el.a! (op. cit.) argue that if this is not observed,
faults may emerge in a test "...especially if the test constructors do not have the
language being tested as their first language" (p.74).
2. After a pretryout has been completed and most of the gross deficiencies
eliminated, a formal tryout is conducted to obtain more accurate information on
each item (Henrysson, op. cit.). Henrysson adds that if there are too many
deficiencies revealed in the tryout which call for extensive revisions to the test
items, a second full tryout is needed. This is more often the case, according to
him, when a new kind of test is being constructed.
3. This stage is conducted based on the data obtained in the second stage, i.e. the
tryout. The main purpose of the third stage is to ascertain exactly how the test
will function in actual use and to estimate the norms, validity, reliability, etc., of
the final test. Henrysson (op. cit.) stresses that no material changes should be
made after the trial administration.
4.5 Rules for administering the pilot test
There are rules for administering the pilot study which are similar to the rules
for administering the real test. In the discussion of this section, I will restrict the
discussion to some points that are specially important for the pilot study.
(i) Sampling
To ensure the sample for the pilot study represents the population in the real
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test, I will do my best to select samples representing a similar background and level to
those who will take the final version of the test. In this connection, Henrysson (op.
cit: 132) suggests:
"Ideally, each student in the sample should be individually drawn from the
population by simple random or stratified sampling. However, such a procedure is
usually not practical, so some procedure of cluster sampling is used."
According to Alderson et al. (op. cit.), one of the main questions facing any
test constructor is the number of candidates on whom a test should be trialled.
Henrysson suggests that "...300 or more students will be needed" (p. 131). He adds
that if the final test is to be constructed for use on several age or grade levels,
separate samples are needed for each level. Alderson et. al however argue that it is
impossible to give a rule for this as "...the number depends on the importance and
type of exam, and also the availability of suitable students" (p. 75). For example, the
construction of traditional multiple-choice items is very difficult and it is easy for the
item constructor to miss ambiguities in the distractors. It may be necessary that such
items need more pilot testing than any other type (Alderson et al. op. cit.). With
regards to the number of candidates, Henning (1987) recommends 1000 candidates
for trial multiple-choice tests. Alderson et al. again argue that it is very difficult to
find samples with that number for trialing where sometimes "...test constructors may
have to be content with a sample of 200 or 300, or even 30 or 40" (p. 75). Alderson
et al. conclude that large numbers of samples are not necessary because the main
purpose is to achieve invaluable information about the ease of administering the test,
the time students need for completing it and so forth. The only guiding rule is the
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more the better, since the more students there are, the less effect chance will have on
the result.
(ii) Testing conditions
Test constructors should review and revise all the directions for examiners and
examinees on the basis of the pilot study. Henrysson (op. cit.) suggests that provision
should always be made to secure complete reports and comments from the examiners
on any problems and weaknesses arising during the pilot testing. He also suggests
that feedback which includes views and comments regarding the directions and the
test items from the examinees' point of view in the forms of interview or writing
format is not less important. Bachman and Palmer (1996) share the same point of
view with Henrysson regarding this matter. They think that this feedback will help
test constructors to collect information as much as possible as to what modifications
might be required in order to improve the usefulness of the test. Both Bachman and
Palmer (op. cit.) add that among the types of feedback test constructors may need are:
(a) Feedback about test takers' language ability
This includes information on the extent to which the test tasks require the test takers
to use components of language ability (organisational and pragmatic knowledge) and
topical knowledge. "This kind of information is useful in making a preliminary
assessment of the construct validity, authenticity, and interactiveness of the test tasks"
(p. 238).
(b) Feedback about the testing procedure itself
This involves information on circumstances and events taking place during the trial
administration either to activities of the test takers or to activities surrounding the test
takers. For example, if in writing a composition test, a number of test takers ask
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about the length of the composition to be composed, and so forth, the test constructor
may need to revise the instructions, perhaps by providing more information in the
instruction. Or, if a test involves using an audio tape and half of the candidates do not
hear the tape clearly, more loudspeakers may be needed in the future for the final
version of the test.
Furthermore, teachers and those who administer the final operational test
should administer at least one of the tryouts (Henrysson, op. cit.). This will help test
administrators to understand the nature of the test they will be conducting and the
importance of their own role towards the administration of the test. According to
Alderson et al.(op. cit.), administrators not only need to administer one of the tryouts,
but also need to undergo training because "...they are responsible for seeing that the
conditions in which the test is given provide all candidates with the best chance
possible to display the abilities which are being tested" (p. 115). " They may have
insufficient experience in answering procedural questions, may not be sufficiently
supportive of test takers, may be unable to speak the test takers' native language, and
so on" (Bachman and Palmer, 1996:236). Therefore test administrators need to be
provided with more background information, simulated training sessions in which they
are given feedback on their non-verbal communication, debriefing sessions following
operational test use, and so on.
Another important issue in the testing conditions is that the samples involved
in the pilot test need to be reminded to take the test seriously and do it as well as
possible. Otherwise, the ensuing results may invalidate the whole trialling procedure.
One way to ensure the samples take the test seriously is to give trial items to
candidates while they are sitting live examinations. When trial items are inserted into
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the exam, the candidates will not only be of the appropriate level and background, but
will also take the items with the seriousness which is often lacking in trials (Alderson
et al. op. cit ). Some testers however are worried about giving candidates untried
items which might be unclear or extremely difficult and therefore cause anxiety to the
candidates. One way of overcoming this is by telling the candidates that some of the
items are for trial and will not be marked. One of the examination boards that
practices this method is the Princeton Examination Board which conducts the General
Record Examination (GRE) papers.
It is also important that the test constructors should inform teachers and those
who administer the test, as well as those students who are participating in the tryout,
of the scores of the test. This is essential to ensure their continuing cooperation in the
future (Henrysson op. cit.). Henrysson stresses that "...if for some reason test scores
cannot be reported, an explanation should be provided" (p. 132).
(iii) Ensuring adequate tryout of all items
It is extremely important that all of the test items are answered by the
examinees in order to gather accurate data about each individual test item (Henrysson
op. cit.; Alderson et al. op. cit.). To make this happen, it may be necessary for test
constructors, at this stage, to be relatively liberal in determining the timing of the
exam. Most tests of educational achievement are not conducted at high speed but are
administered with liberal time limits so as to place the major emphasis on level and
power rather than on rate of work (Henrysson op. cit.). Henrysson (op. cit.) goes on
to suggest that the best procedure for the tryout is to provide very liberal time limits
so that candidates are given ample time to complete the exam. However, a real
problem regarding the time limit arises when items to be tried out are for a speeded
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test. If the tryout is conducted exactly according to what is intended in the final test,
examinees may not be able to answer the items toward the end, and this will affect the
data analysis of the items. On the other hand, if the tryout is conducted with generous
time limits, it may be contrary to the procedure of the exam itself. In addition, the
mental set and rate of work of the examinees may not reflect the real mental set of
those who will be sitting for the real test. Therefore the findings of the tryout may not
be useful.
Mollenkopf (1950) and Aiken (1964) have demonstrated that test time limit
and item placement can have undesirable effects upon the estimates of item
parameters for items appearing late in a tryout test. Three methods can be employed
to avoid these problems relating to time limit (Henrysson op. cit: 133):
"Under one method, the items to be tried out under speeded conditions are
followed in the test booklet by a set of "cushion" items, of the same general type as
others, that are neither analyzed nor scored. These items should be relatively
difficult and time consuming since their only purpose is to keep the faster or abler
examinees occupied during the latter part of the test period.
Under the second method, the items to be tried out are placed in different
order in two or more booklets: thus if 30 items are to be tried out, items 11-20 in
booklet A appear as iLems 1-10 in booklet B, and item 21-30 in booklet A appear as
items 1-10 in booklet C. Thus, every item appears among the first 10 in at least one
of the tryout booklets, among the second 10 in one, etc. Item analysis data then is
computed for the first 66.6 percent (20 items) in each booklet. The second method
is essentially the same as the first - in this case, the cushion items in each form are
some of the items being tried out...
A third method, applicable when items designed for parallel forms of tests
are to be tried out, consists of interspersing new items in current final forms. The
pool of new items is divided into groups and tried out together with the current
test on different samples. Sometimes a whole page or section containing only new
test items can be included in the test booklet being used in the regular problem.
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That the scores on the current test can serve as a criterion variable when validating
the new items enhances the value of this method"
Henrysson (op. cit.) adds that if the third method is used, some precautions
should be observed. For example, examinees should be informed of the tryout
materials in the exam paper to reduce their anxiety. In a test where time limit is very
important, the test constructors are advised not to let the tryout items waste the
examinee's time with unusual length or great difficulty. Henrysson suggests that this
can be avoided by giving the tryout items a separately timed section.
(iv) Surplus items for discard
This is another rule which needs to be observed seriously by test constructors.
According to Henrysson (op. cit.), it is very important to tryout more items than are
needed for the final test in order to counterbalance the effects of sampling fluctuations
in the final test. Henrysson points out that there is no strict rule defining the margin
for discard that must be followed by test constructors. However, he suggests that a
margin for discard of 20 percent can be assumed as more than adequate. Henrysson
(op. cit.) however allows that "...a smaller margin for discard is adequate when the
test outline calls for a considerably larger number of items "... because the effect of
chance will be correspondingly reduced" (p. 134).
Another factor that calls for preparing surplus items in the tryout is the degree
of control desired on item difficulty. If a test constructor has set up a very rigid
specification for the distribution of item difficulties in the final test, one must expect
some loss of items because these items do not match the specification with respect to
difficulty (Henrysson op. cit.). This is not to mention other factors like an assessment
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by test specialists of the items which may necessitate removing some items from the
test papers.
4.6 The instruments used for the analysis
4.6.1 Descriptive statistics
Descriptive statistics which are numerical representations of how a group of
students perform on a test refer to the central tendency and dispersion. The central
tendency describes the typical behaviour of a group in a test and shows how the
scores cluster together (Brown, 1988, 1996; Alderson et al. 1996). Four statistics are
used for estimating central tendency: the mean, the mode, the median, and the
midpoint. The mean is derived by adding up all the individual scores of a distribution
and dividing the total by the total number of scores in the distribution. The median
refers to a point below which 50% of the scores fall and above which 50% fall. The
mode tells us about the scores that occur most frequently. In other words, it is a
score gained by the largest number of students. Brown (1996) calls the mode as the
most 'fashionable score' because it is achieved by the majority of candidates. The last
statistical measure for the central tendency is the midpoint. The midpoint in a set of
scores is that point halfway between the highest score and the lowest (Brown op.
cit.). The dispersion shows how the individual scores are spread out around the
central tendency. Three indicators are commonly used for describing the dispersion:
the standard deviation (SD), the variance, and the range. The SD is,
"...approximately, the average amount that each student's score deviates (differs)
from the mean" (AJderson, et al. op. cit: 95). The SD provides us with a more
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accurate description of the spread of the scores. If a distribution were perfectly
normal, we would expect to fit exactly 3 SDs on either side of the mean: the first on
either side of the mean would account for 68%, the second for 95% and the third for
99.7% of the population under analysis (Green and Weir, 1998). The variance can be
defined as the average of the squared differences of candidates' scores from the mean
(Brown, 1996). Test variance is also known as "...the square of the standard
deviation, or as an intermediary step in the calculation of the standard deviation" (op.
cit. p. 109). The range is the number of points between the highest score and the
lowest score. The range provides some idea of how individuals vary from the central
tendency. Some writers ignore the range in their descriptive statistical report because
the range only reflects the magnitude of the outer edges of all the variation in scores
and therefore is considered a weak measure of dispersion (see Alderson et al. 1995).
Some factors like personal decisions of test takers or anything unusual that happens to
the candidates during the test event can strongly affect the range even though they are
extraneous to the candidates' performances of the test. Regardless of this problem,
the range can still be beneficial because it is the point between the highest and lowest
scores of a test.
4.6.2 Item analysis
Three instruments will be used to develop the items of the test, namely item
facility (IF), item discrimination (ID), and distractor efficiency (DE) analyses. IF
formula, which is also called item difficulty or item easiness, is useful to examine the
percentage of samples who correctly answer a given item. Using this formula, the
result will be arranged ranging from 0.00 to 1.00 value. This value can be interpreted
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as the percentage of correct answers for a given item by moving the decimal point
two places to the right (Brown, 1996). For example, if the index of IF is .16, this
means that only 16% of the samples answered the question correctly. On the other
hand, an item with a high IF index, say .95, would indicate that 95% of the sample
responded to the question accurately. It can be said therefore that an item with a
small IF index means the question is very difficult and an item with a high IF index
indicates that the question is very easy. The ID analysis is useful to indicate the
degree to which an item separates high scores from low scores of the test. To do the
ID analysis, the samples' result has to be lined up, beginning with their individual item
responses and ending with their total scores in descending order. Then two groups
will be identified: upper scorers and lower scorers. "The upper and lower groups are
sometimes defined as the upper and lower third, or 33%" (Brown, 1996: 67). Brown
(op. cit.) adds that the decision as to which way to define these two groups is often a
practical matter because groups of samples do not always come in nice neat numbers
that are divisible by three. Brown (op. cit.) even finds some instances where 25% was
used in calculating ID. There are many ways of calculating an ID index but one of the
easiest ways, as suggested by Alderson et.al (1996) and Brown (op. cit.), is by
subtracting the IF for the lower group from the IF for the upper group on each item
as follows: (taken from Brown, 1996: 67)
ID = IF (upper) - IF (lower)
where ID = item discrimination for an individual item
IF (upper) = item facility for the upper group on the whole test
IF (lower) = item facility for the lower group on the whole test
The job of improving the test particularly for multiple-choice items may not be
finished if the DE analysis is not conducted. The selection of the distractors, which
are the options that will be counted as incorrect, is very important because they will
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divert the examinees from the correct answer if they do not know which is the correct
one. The primary goal of DE analysis is to examine the degree to which the
distractors are attracting students. To do this, the percentages of each option
functioning in the question are calculated and then are analysed.
4.7 Pretesting the preliminary test
Pretesting the preliminary test takes two forms: the first involves a small
number of respondents, is done more or less informally with individuals and small
groups and involves collecting mostly qualitative feedback; the second is more formal
and involves larger groups of respondents from various levels and involves collecting
quantitative feedback. The major purpose of the pretesting, as stated in the literature
above, is to obtain face and content validity for the test, to find out the most difficult
or easiest questions, and to check the time provided for every test and every section
of the test and so on.
4.7.1 The pilot experiment of the preliminary test
The preliminary test was tried for the first time as a pilot experiment on a
small group of graduate students in the Department of Islamic and Middle Eastern
Studies (IMES) at the Elniversity of Edinburgh (see Appendix A.2.1: 440-453 for the
details of the draft test). The purpose of this pilot experiment was to:
(a) obtain some information about the test's validity in terms of content and
face validity, ease of administration, suitable duration for the tests, and ease of
scoring although conclusions achieved at this stage are viewed as tentative
only,
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(b) gain evidence of the differing difficulties of the sub-tests by inter-test
correlation. This can be done in this pilot experiment because the respondents
who answer the questions as described below are from the higher level of
Arabic,
(c) establish the discriminating power of the tests by comparing the results
achieved by the samples of this group, and
(d) obtain information about the suitability of the length of pauses between
segments in the Dictation Test.
Two groups of students were identified for the sampling purpose. The first
group consisted of five postgraduate students in the Department who are native






The selection of these samples was suggested by my supervisor. All except
one are studying translation for the Ph.D. degrees. The respondents of this group
were briefed about the actual target groups of the test: about their qualifications, their
level of Arabic, the Arabic syllabus that they have covered before sitting the intended
test and anything else related to the subject matter. To help them get a clearer picture
of the test's resources and references, I showed them the Arabic syllabus of the Year
One at AIS, which has been discussed in Chapter Two. The second group was
smaller, consisted of four Malaysians. They graduated from the AIS specialising in
Shan*a and two of them are currently studying Shan*a in the Department of IMES
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for Ph.D degrees. The other two are the wives of these two students, one of whom
has obtained the Diploma of Education from a university in Malaysia and the second
of whom is considering applying for a place for a Masters degree in the Department of
IMES. Since they are graduates of the same Academy as the intended candidates, I
found that there was no need to brief the respondents of this group about the details
of the preliminary test Furthermore, the syllabus of Arabic during their time at the
AIS was almost the same as the current one.
Both groups were briefed personally on how to answer the questions. They
were reminded that they had to stick to the time allocated for the whole test and for
every part of it. This means that if they could not finish the test or any section of it
within the allocated time, they were to make a note in their answer paper. Then they
were to continue to answer the rest of the questions in that particular section so that
we could analyse the answers to obtain the item difficulties of the remaining
questions. For example, in Part A of the Reading Test, the candidates are given ten
minutes to answer ten questions including reading the texts of the questions. If, for
example, the time is called, and he or she has just finished question seven, he or she
should note in the answer paper ten minutes beside the number seven in the answer
sheet and then continue to answer the three remaining questions. On the other hand,
if they finish before time, they have to indicate at the end of the question number the
time they finish answering those questions. The purpose of indicating the time is to
determine whether the time suggested for every part of the question and for the whole
test is too long or too short. It is assumed that if both groups are unable to answer all
the questions within the time limit, the examinees will not be able to do so either.
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4.7.1.1 Analysis of face validity of the test
From nine sets of questions distributed to the respondents, I received six. All
respondents from the second group returned all test papers and only two from the first
group returned the answer papers. However, one respondent from the first group
gave a very valuable written commentary on the test items. 1 then personally met
every respondent to hear their comments on the test: the format, the length of the test,
the level of the test, etc. The summary of their comments on every sub-test together
with the written comments by the respondent mentioned above are as follows:
(i) Reading Test:
(a) The word khawatir in the question 5(a) (see Appendix A.2.1: 441) is not
appropriate to the context. It is suggested that this word is replaced with the
word makhatir or mudar.
(b) The word yurabbuhum in line four in text four (see Appendix A.2.1: 441) should
be replaced by the word yut imuhum .
(c) The word admanu in question 10 (see Appendix A.2.1: 442) is morphologically
wrong and should be changed to daminii (without the affix ciUf.)
(d) The text for questions 21 to 25 (see Appendix A.2.1: 443) is not fully in line with
the teaching of Islam. It was suggested that this text is replaced by another text
that does not culturally contradict the teaching of Islam.
(e) The word la in question 27 and 28 (see Appendix A.2.1: 443-44) is not
appropriate to the context and it was suggested that it be replaced by the word
lam.
(f) The word biba Id which comes after question 54 (see Appendix A.2.1: 444) is not
an Arabic style. The correct word is the word bi 'aziz.
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(g) The use of the word al-afclal which comes immediately after question 85 (see
Appendix A.2.1: 445) is not appropriate. The respondent argues that al-afdal
means 'preferable' whereas in that particular context, it means 'obligatory'. It
was suggested that the whole structure of the sentence should be changed.
(h) Another comment made by the respondents concerns the format of the question.
According to them, the format of question 9 (see Appendix A.2.I: 441-42), which
is multiple choice with more than one correct statement, is not familiar to Arab
students.
(i) The first text for the cloze test in the Reading Test is very difficult (see Appendix
A.2.1: 444). It was pointed out that new students may not be able to answer
these questions.
Except for suggestions (d), (h) and (i), all of these suggestions have been
implemented in preparing the revised text for the Reading Test. Suggestion (d) was
not implemented because the text as a whole is appropriate for the purpose of testing
students' ability in reading and vocabulary. The content of the text is neither against
the teaching of Islam nor does it contradict any Islamic principles. Suggestion (h) was
not followed because the test is aimed at non-native speakers of Arabic, in this case
Malaysians. To the best of my knowledge, Malaysians are familiar with this format
and this can be analysed during the pilot surveys in the discussion below. If the pilot
surveys show that this particular question is confusing, it will be removed from the
final test. For suggestion (i), the decision whether or not to omit the first text of the
cloze section will only be made after the analysis of the result has been made.
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(ii) Grammar Test
A few comments were made regarding the Grammar Test which can be
summarised as follows:
(a) the use of the root word hadara in Question 24 (see Appendix A.2.1: 448) is not
appropriate. The correct root word should be dhahaba.
(b) the word ista 'artu in Question 38 (see Appendix A.2.1: 449) should contain the
pronoun ha which belongs to the word kutub. Therefore it was suggested that the
word ista"artuha should be used instead of ista 'artu.
(c) Question 57 (see Appendix A.2.1: 451) which uses the word 'asd repeats question
30 which asks the same question.
All of these comments and suggestions were implemented in preparing the
revised text for the pilot survey.
(iii) Dictation and Essay Tests (see Appendix A.2.1: 452-53)
No comment was made on either test apart from the time limit which will be
discussed separately below. The respondents indicated that the content of the test is
suitable for the target sample. One of the essays written by one of the respondents
will be used as a sample for marking scheme purposes.
4.7.1.2 Analysis on time allocated for the test
As required in the instruction accompanying the test, the respondents provided
the following information regarding the time limit.
(i) Reading Test
Part One (see Appendix A.2.1: 440-42): All except one respondent agreed
that ten minutes is enough to answer the questions in this part. Most of them even
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completed Part One in eight minutes.
Part Two (see Appendix A.2.1: 442-44): Three respondents answered
questions in this part in 17 minutes. Another two respondents completed this part in
more or less 20 minutes and only one respondent finished it after time. She took 22
minutes to answer questions in this part. However, the respondents indicated that
based on their experience when answering the test, if the allocated time remains
unchanged in the final test, the examinees may not be able to complete this part. This
is because some texts are too long and reading these texts alone takes half of the time
allocated for this part.
Part Three (see Appendix A.2.1: 444-45): All except one respondent found
that the 20 minutes allocated for this part is not enough. They argued that to answer
questions in this part, examinees have to understand first what the texts are about. In
other words, they have to read the whole text first before moving to fill in the blank
spaces. This task took about half of the time allocated for this part. Some
respondents even argued that some questions, eg. nos. 39, 41, 42, 62, 76, have more
than one answer, which made them to think deeply of which answer to give. As a
result, five of them suggested that if both texts are retained for the final exercise, the
time for this part should be no less than 35 minutes. Another two suggested that 30
to 35 minutes are enough for this part.
(ii) The Grammar Test
Part One (see Appendix A.2.1: 446-50): All respondents said that they
finished this part when or before the time was called. Three respondents completed
this part in 26 minutes, two respondents completed it in 28 minutes and one finished
this part just when the time was called. They stated that there should not be a
158
problem if the suggested time remains unchanged in the final test.
Part Two (see Appendix A.2.1: 450-51): As in Part One, all respondents
completed this part within the time limit. They pointed out that the issue was not the
time factor but whether the candidates would be able to provide the correct answers
for the statements they think are false. They concluded that there is no need to extend
the time limit for this part as the matter relates to the content of the test and not to the
time itself.
(iii) The Dictation Test (see Appendix A.2.1: 453)
As mentioned above, the purpose of trying out the Dictation Test was to obtain
information about the suitability of the length of pauses between segments. Out of six
respondents who returned the answer sheets, five conducted the Dictation Tests,
while the other made written comments on the item's text. Four respondents
conducted the test among themselves; two of them read the text and the other two
wrote it. Another respondent conducted it with her sister: she read the text and her
sister wrote it. All of them agreed that the length of pauses between segments is
suitable. They added that reading the text three times is more than enough. Some of
them said that the two minutes pause at the end of the third reading was too long and
suggested that one minute would be good enough.
(iv) The Essay Test (see Appendix A.2.1: 452)
All respondents wrote an essay on a given topic. They thought that the 30
minutes was enough because they were provided with some major points to cover.
Their tasks were only to arrange these points and to think about the style to be used.
In addition, the candidates were required to write the essay in the provided answer
papers only, and no maximum or minimum number of words was required. Therefore
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candidates do not have to worry about the length of the essay they write. With regard
to format, the candidates have a choice whether to write their essay in letter,
descriptive, or dialogue format, or any other format they wish, using the main points
given in the question paper.
4.7.1.3 Analysis of content validity of the test
The answers were analysed by computer using the Statistical Package for
Social Sciences (SPSS). The following are the findings of the analysis:
4.7.1.3.1 Item facility analysis
The analysis below attempts to investigate the item facility (IF) of the Reading
and Grammar Tests based on the data in Table 4-1 below.
4. 7.1.3.1.1 IFfor the Reading Test
Part One: There are ten questions in Part One with multiple choice answer
format. Eight questions have an IF index of 1.00. This means all samples answered
these eight questions correctly. Question 4 (see Appendix A.2.1: 441) has an IF index
of .50 which indicates that only three respondents answered the question correctly.
The difficulty in this question is not related to the content of the test. An interview
with the respondents reveals that some of them are confused by the distractors ba'
and jim. However, I decided that this question should remain unchanged for the pilot
test to see whether or not the samples can answer the question correctly. Question 9
(see Appendix A.2.1: 441-42) has an IF index of .68 because two of the respondents,
who are Arab students, are not familiar with the format of the question. This question
also remains unchanged because the real test is targeted at non-native speakers of
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Arabic who are, to my knowledge, familiar with the format of the question.
Part Two: There are twenty questions in Part Two in a True-False format.
Twelve questions have an IF index of 1.00 which means all the samples have
successfully chosen the correct answers to the questions. Question 11 (see Appendix
A.2.1: 442) has an IF index of .50 only. Interviews with respondents revealed that the
wording of the question was confusing. Therefore, the wording has to be changed for
the pilot test. Question 28 (see Appendix A.2.1: 444) has an even lower IF index:
.33. The respondents claim that the statement was not confusing but their
understanding of the earlier text was the reason why they chose the incorrect answer.
Therefore the question was considered to have a high content validity and remained
unchanged for the pilot test purpose.
Part Three: This part is a cloze test and has two texts: text one covers
questions 31 to 54; text two covers questions 55 to 99. The analysis of the IF indices
for the first text reveals that the majority of the questions in this part are very difficult.
Out of 24 questions (see Appendix A.2.1: 444), 13 have an IF index of .50 and below
(three respondents or less answered correctly): 3 questions have an IF index of .00
(none of the respondents supply the correct answer), 5 questions have an IF index of
. 17 (one respondent answered the question correctly), 4 questions have an IF index of
.33 (two respondents answered correctly), and 1 question has an IF index of .50
(three respondents answered correctly).
Text two has 44 questions (see Appendix A.2.1: 444-45). In terms of item
difficulty, we may conclude that the questions in this part are easier than the questions
in the first text. There are 31 IF indices of above .50, which means that more than
three respondents answered the questions correctly: 12 questions have an IF index of
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1.00, 11 questions have an IF index of .83 (five answered correctly), and 8 questions
have an IF of .67 (four answered correctly). There are only thirteen questions which
have an IF of .50 and below: 3 questions have an IF of .50, 9 questions have an IF
index of .33, and 1 question has an IF index of .17. None of the questions in this part
has an IF of 0.00 (all respondents supplied incorrect answers). Even though one
question which has an IF index of. 17 (Question n 62, see Appendix A.2.1: 444) could
be interpreted as difficult, we cannot remove it from the text because it leads to the
second paragraph whereby omitting the sentence of the question will lead to the next
paragraph being ambigious.
We establish from the above analysis that the first text is very difficult and
therefore is not suitable for the First Year students at the AIS. Four respondents who
were formerly students at the AIS agreed that the content of the text was too difficult
and therefore was not suitable for the target sample. Even the other two respondents
who are native speakers of Arabic also agreed with their colleagues that the text was
too difficult for the target samples. They added that apart from the content of the text
itself, the deletion rate of the missing word, which in the first text was every fifth
word, may contribute to the difficulty of the test question. This was not the case for
the second text because the deletion rate here was every sixth word. As a result, 1
have decided to drop the first text for the pilot survey.
4.7.1.3.1.2 IFfor the Grammar Test
There are 65 questions in the Grammar Test. The questions are divided into
two parts: Part A consists of 50 questions with multiple choice format and Part B
consists of 15 questions in a true-false format. The details of the contents of the test
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have been stated earlier in chapter three (see 3.3.2.1). What follows is an analysis of
the IF of this test based on the results in Table 4-1 below:
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Table 4-1: Item statistics (N=6)








































































































Part One: As stated earlier in 3.3.2.1 in Chapter Three, there are 36 questions
for syntax and 14 items for morphology in Part One (see Appendix A.2.1: 446-50).
Out of these 36 items, 6 questions for mabniy and mu'rab (Indeclined and Declined),
nakira and maVifa (Indefinite and Definite), and mubtada' and khabar (Subject and
Predicate); 10 questions for inna and its sisters; and 8 questions for kdna and its
sisters. The analysis reveals that the IF indices for declined and indeclined are as
follows: 2 questions have an IF index of 1.00 (question nos. 7 and 23 (see Appendix
A.2.1: 447, 448), 3 questions have an IF index of .83 (Questions 34, 35, 42, see
Appendix A.2.1: 449, 450), and 1 question has an IF index of .50 (Question 40, see
Appendix A.2.1: 449). At this stage, we may say that we can proceed with these
questions for the pilot survey. The IF indices for indefinite and definite questions are
as follows: 3 questions have an IF index of 1.00 (Questions 1, 2, and 3, see Appendix
A.2.1: 446) and the other 3 questions have an IF index of .83 (Questions 22, 38, and
41, see Appendix A.2.1: 448,449). Three questions for Subject and Predicate have an
IF index of 1.00 (Questions 3, 4, 16, see Appendix A.2.1: 446, 447) and each
question has an IF index of .83, .67, and .50 (Questions 38, 24 and 20, see Appendix
A.2.1: 448, 449). It is observed that only half of the respondents answered Question
20 correctly. An interview with the respondents reveals that they were confused by
the question. The use of the word la after the pronoun antuma makes some of them
think that the word la is of the nahiya type (prohibition). Therefore, I changed the
pronoun antuma with two nouns, al muslim wa al muslima, for the pilot survey test
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to avoid this confusion.
Part Two: As shown in Table 4-1, Part B (see Appendix A.2.1: 450-51) has
15 questions: 6 questions are related to syntax and 9 questions are related to
morphology. The IF analysis reveals that only 2 questions have an IF index of .50 or
below: these are Questions 59 and 65 (see Appendix A.2.1: 451) which have the IF
indices of .50 and .33 respectively. Both questions seem to be difficult for new
students at the AIS. In addition, Question 59 (see Appendix A.2.1: 451) is a false
statement which means the candidates have to provide the correct answer for it.
Question 65 seems to be very difficult also even though it is a true statement that does
not require candidates to provide an alternative answer. Apart from these two
questions, I noticed that the time allocated for this part was relatively short because
the candidates have to provide the correct answers for statements they think are not
true. It is difficult to increase the time limit because the length of time for the whole
tests has already been more than two hours. Therefore I find that some other
questions in this part need to be removed or at least altered. Question 52 is related to
a very low level of Taxonomy category, i.e. knowledge. In addition the statement in
that question is too general. Questions 53 and 60 seem to overlap with questions 19
and 31 (see Appendix A.2.1: 448-49) in Part One respectively. Thus I decided to
remove five questions, i.e. Questions 52, 53, 59, 60, and 65 for a new version of the
test. I have also made alterations to some of the items in this part. The word 'ada in
Question 64 and the word "asa in Question 57 (see Appendix A.2.1: 451), which later
become Questions 52 and 56 respectively in the new version of the test, have been
removed.
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It should be noted that in analysing the result of this pilot experiment, I have
not simply concluded that an item with a high index of an IF, say .83 or 1.00, is very
easy, because the academic level of the respondents, as mentioned above, is very
much higher than the target samples in the real test. It could be true, however, as a
general conclusion that an item with a low IF index could be assumed to be a very
difficult question.
4.8 Fieldwork in Jordan and Malaysia
4.8.1 Fieldwork in Jordan
My supervisor helped to arrange permission for me to conduct a pilot test at
the University of Jordan in Amman. I decided to run a pilot test in Jordan for two
reasons: to try out the test items on Malaysian students in Jordan, and to try out the
same materials on native speakers of Arabic who are also students at the university.
With regard to the second reason, Alderson et. cil (1996) point out that "...suitably
defined and selected native speakers is an important aspect of a test on which data
ought to be gathered" (p. 97) However, they admit that the issue of pretesting the
foreign language tests using native speakers is still controversial and is considered to
have some complexities, as discussed by Angoff and Sharon 1971; Alderson 1980;
Davies 1991, and Hamilton, Lopes, McNamara and Sheridan 1993. Alderson et cil.
(op. cit.) add that if such a test is not piloted on native speakers, the danger may be
that . .test writers may write items which follow the rules of the language, but do not
reflect native speaker usage" (p. 97). Being a non-native speaker, I find that it is
extremely important for me to try out the test items that I have constructed on native
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speakers of Arabic. One very important aspect of piloting test items of foreign
language test on native speakers is that since most candidates who are not native
speakers cannot be expected to perform to such a high level as educated native
speakers, any items -in terms of language usage and not some other factor such as
format etc.-, which turn out to be too difficult for native speakers should be omitted.
1 arrived in Jordan on 26th March, 1998. In a meeting with Malaysian student
representatives in Amman one day after my arrival in the city, I was told that there
were students at the University of Jordan in Amman and at the University of Al-Al-
Bait, in Mafraq who were willing to be a sample for my pilot study. After another
meeting with the Dean of the Language Centre and the Coordinator of the Science of
Hadith in the Faculty of Usuluddln, both of them at the University of Jordan, I was
given permission to conduct a pilot test on a number of students in both Faculties.
(a) Background of the samples
All samples are in Year One or Year Two of their study at university.
Samples from Malaysia hold the Malaysian Certificate of Education (M.C.E.) which is
equivalent to O Level certificate. Some of them have also completed their two year
Arabic language programme at the Language Centre at the University of Jordan
before starting their course at the university. The Arab students hold the lawjihl
certificate (Secondary School Examination). The number of samples involved in the
pilot study differs from one test to another. Therefore the analysis of the pilot test
will be covered under the discussion of each respective sub-test.
(b) Sub-tests being tested
Three sub-tests were conducted on the Malaysian samples: Reading, Grammar
and Essay Tests. Two sub-tests, reading and grammar, were conducted on the Arab
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students. The Dictation Test was not administered in Jordan, due to the facility
problem. Regrettably, the materials for the listening test were not obtained in Jordan.
It is hoped that materials for this test can be obtained in Malaysia.
The make-up of Arab samples for the Reading Test is 43 (64.2%) out of 67
while the rest are Malaysians. In terms of the subject specialisation, 45 (67.2%) of the
samples specialised in Arabic while the other 22 (32.8%) specialised in Usuluddin.
From the total number of samples from Arab students, 21 are specialised in Arabic.
The population for the Grammar Test in terms of nationality and subject
specialisation is as follows: 31 samples (30.3%) are Arab and 46 samples (59.7) are
Malaysians which comes to a total of 77 samples. All samples involved in the
Grammar Test are specialising in Arabic language. As for the Essay Test, all samples
(23) are Malaysian.
4.8.2 Fieldwork in Malaysia
Immediately after completing my fieldwork in Jordan, I left for Malaysia to
continue the pilot study and then to administer the final test. I arrived in Kuala
Lumpur, the capital of Malaysia on the 1st April, 1998. I had to obtain written
permission from the Ministry of Education before I could proceed with my intended
research Therefore I was able to go to schools only in the middle of April, since the
approval letter was delayed for two weeks. Unfortunately, the period between the
third week of April and the first week of May was allocated for the first term school
examination. I contacted two religious boarding schools outside Kuala Lumpur.
Both agreed to allow me to conduct the pilot test in their schools after the first week
of May.
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(a) Background of the samples
The schools that were selected for this study are Sultan Abdul Aziz Shah
Islamic College (SAASIC) in Klang and Federal Islamic School of Labu (FISL) in
Seremban. All samples were in the Upper Sixth Form and will be sitting for the
Higher Certificate of Education (H.C.E.), which is roughly equivalent to A Level, at
the end of the year. The total number of the samples from SAAIC was 79 and the
total number of samples from FISL was 44, which gave a total of 123 samples. In
terms of academic achievement, these samples were among the highest performers in
the country. Since all samples from both schools did the same tests and all of them
had the same background, I did not separate them into two groups. However, we can
still identify the samples from each school because every sample has his or her own
identification number (ID).
(b) Sub-test being tested
Three sub-tests were conducted on the samples from SAAIC and FISL:
Reading, Grammar and Dictation Tests. The Essay Test was not administered, due to
its unsuitability for this group. Regrettably, the materials for the listening test, which
suited the content of the syllabus at the AIS, were not available for the purposes of
this research. Due to the lack of time available to prepare new materials for the
listening test, 1 decided to drop this sub-test from this research.
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4.9 Pilot test administration
4.9.1 Pilot test administration in Jordan
The pilot test for every subject was administered separately. The first test was
administered at the Al-Al-Bait University for Reading and Grammar Tests. The test
administrator was a Malaysian postgraduate student at the university. He was briefed
on how to instruct the students regarding the procedures of the test including the time
limit. The second pilot test was administered in the Faculty of Usuluddin at the
University of Jordan for the Reading Test. The test administrator was the
Coordinator of the Science of Hadith at the Faculty. The third pilot test was
administered in the Faculty of Arts at the same university for Reading and Grammar
Tests. The coordinator was the Dean of the Language Centre himself.
4.10 Pilot test administration in Malaysia
I personally administered both pilot tests in Malaysia. The first pilot was
administered on Wednesday 6th May. The sample consisted of Upper Sixth form
students from FISL. The total number in the sample was 44. The second pilot test
was administered on Friday 8th May, i.e. two days after the first pilot administration.
79 samples took the test and all of them were Upper Sixth form students from
SAAIC.
With regard to time, students were asked to write down on their answer sheet
the time at which they finished, if they finished before the time was up. For example,
the time allocated for Part One in the Reading Test is 10 minutes. If they completed
this part in 7 minutes, they were to write on their answer sheet beside the last question
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in Part One the time at which they finished, i.e. 7 minutes. On the other hand, if they
could not finish the test within the time limit, they would be allowed to continue
answering the rest of the questions. However they had to indicate on their answer
sheet the question number at which they had arrived when the time was up. For
example, the time allocated for Part B in the Reading Test was 20 minutes. If the
time was called and a student had just completed question 17, he or she was to note
beside the question number 17 the time, that is 20 minutes, and then continue with the
last three questions. However, extra time allocated to the students for any part was
not more than 5 minutes. The purpose of asking the students to write down the time
was to get feedback from the samples as to whether or not the time allocated for each
part of the test was enough. At the same time, extra time was given on the basis that
samples answer all questions so that all items in the test papers could be analysed.
(For the details of the second draft of the sub-tests, see Appendix A.2.2: 455-468)
4.11 Findings of the pilot test
4.11.1 Descriptive statistics
In this section, I will display the descriptive statistics resulting solely from the
data sample 1 collected in the pilot test. The purpose of displaying the data in the
descriptive statistics is to help us get a clearer overall picture of a data set.
4.11.1.1 Descriptive statistics of samples from Jordan
4.11.1.1.1 The Reading Test
Table 4-2 below shows the descriptive statistics of the samples from Jordan
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for the Reading Test:












From Table 4-2, we observe the statistical data for central tendency and
dispersion. We start the discussion with the former. The mean, 48.40, tells us the
average score of the test based on the test population. In this case, SPSS adds up all
the individual total scores I compute, i.e. 3243 and divides the total by 67 which is
symbolised by N = 67. It should be noted here that the number of items that were on
the Reading Test is 75 and is symbolised by k = 75. The highest score of the test is
also 75 because 1 item is equal to 1 mark. The mean, 48.40, indicates at first glance
that this population found the test slightly easy as it is above the 50% mark (precisely
64.53%), and that there are probably more candidates situated towards the top of the
distribution than the bottom end. The second statistical data for the central tendency
is the median. The median, 54, is that point below which 50% of the scores fall and
above which 50% fall. The median, which is slightly above the mean, is another
indication that the test is not difficult for the sample. The median also indicates that
the majority of the candidates score relatively higher marks. The third is the mode.
The mode, 59.00, tells us about the scores that occur most frequently. Even though
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the midpoint does not appear in Table 4-2 above, we can calculate the midpoint by
adding up the highest and the lowest scores and then dividing them by two. The
highest score in the Reading Test as shown in Table 4-2 is 65 and the lowest score is
16. Therefore the midpoint for the test is 40.5.
The second measure in descriptive analysis is dispersion. If the central
tendency shows how the scores cluster together, the dispersion shows how widely the
scores are spread out. The first statistical measure for dispersion is standard deviation
(SD). As shown in Table 4-2 above, the SD for this test is 13.97. From the SD and
the mean in this test, I calculate the number of SDs which will fit the distributions that
might be described as normal or skewed. 68% of the test population would be found
within 13.97 + (plus minus) 1 SD, that is 34.43 to 62.37; 95% within 13.97 + 2 SDs,
that is 20.46 to 76.34; 99.7% within 13.97 + 3 SDs that is 6.49 to 90.31. From this
calculation, we can fit in 1 SD only on the + (plus) side of the mean which would
account for 68% of this population and 2 SDs on the - (minus) side of the mean
which could account for 95% of this population. We could therefore describe this
distribution as more skewed towards the top than towards the bottom end of the
distribution. In non technical terms, a distribution is skewed when the scores are
"scrunched up" either towards the higher scores or towards the lower scores. Such
distributions characteristically have a tail that points in one of the two possible
directions: the lower scores (-) which is termed negatively skewed or the higher scores
(+) which is termed positively skewed ( Crocker and Algina, 1986; Anastasi 1988; and
Brown, 1988). If the distribution is negatively skewed, it means that most of the
candidates scored well. On the other hand, if the distribution is positively skewed, it
means that most of the candidates scored poorly. In order to see whether the
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distribution in the Reading Test for the samples in Jordan is negatively or positively
skewed, I use SPSS to create a graphic representation.
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Figure 4-1: Histogram of the Reading Test (Jordan)
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The histogram in Figure 4-1 shows that the distribution is negatively skewed.
This indicates that more candidates score high marks than lower marks. The line
across the histogram is the normal curve line. We can see from Figure 4-1 that the
ends of the normal curve line disappear off the histogram not exactly at 0 and 65 but
higher up. This confirms the number that fit the distribution I calculated above
concerning the 3 SDs on the negative and positive sides, that is 6 49 to 90.3 1.
The second statistical measure for dispersion is the variance. From Table 4-2
also, we can see the test variance, that is 195.06. This figure shows us the average of
the squared differences of students' scores from the mean. The last statistical
measure for the dispersion as shown in Table 4-2 is the range. The range is the
number of points between the highest score and the lowest score. With the highest
score at 65 and the lowest at 16, we can calculate the range as 49.
4.11.1.1.2 The Grammar Test
Table 4-3 below shows the descriptive statistics of the samples from Jordan
for the Grammar Test:












a Multiple modes exist. The smallest value is shown
From Table 4-3, we note the statistical data for central tendency and
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dispersion. The number of items that were on the Grammar Test is 60 (£=60) and the
highest mark of the test is also 60 because an item equals one mark. The mean,
37.36, indicates that the samples from Jordan found the test fairly easy as it is above
the 50% mark (62.26%). The median, 39.00 is another indication that the overall test
is not difficult for the samples. The same indication to show that the test is not
difficult is shown by the mode, 36, which is one point above the middle point of the
total marks. The last statistical measure for the central tendency is the midpoint. The
midpoint of the test is 34. From the statistics, we may conclude that there are
probably more candidates situated towards the top of the distribution than the bottom
end. With reference to the dispersion, the standard deviation (SD) for this test is
7.30. From the SD and the mean, I calculate the number of SDs which will fit the
distributions that might be described as normal or skewed. 68% of the test population
would be found within 7.30 + 1 SD, that is 30.06 (37.36 - 7.30) to 44.66 (37.36 +
7.30); 95% within 7.30 +.2 SDs, that is 22.76 to 51.96; and 99.7% within 7.30 + 3
SDs, that is 15.46 to 59.26. From this calculation, I can fit 2 SDs on (+) side of the
mean which would account for 95% of the population and 3 SDs on the (-)side of the
population. I could therefore describe this distribution as skewed towards the top
than towards the bottom end of the distribution. The histogram in Figure 4-2 below
displays the graphic representation of the distribution in the Grammar Test for
samples from Jordan:
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Figure 4-2: Histogram of the Grammar Test (Jordan)
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The histogram in Figure 4-2 indicates that the distribution is negatively
skewed. We can see the normal curve line across the histogram disappear off the
histogram not exactly at 50 but higher up on the (+) side but at 0 on the (-) side. This
confirms the calculation I made earlier concerning the 3 SDs on both sides (+), that is
15.46 to 59.26. From Table 4-3 also, we can see test variance and the range. The
range, 32, provides us some idea of how individuals vary from the central tendency.
The test variance, 53 .31, gives us some information about the average of the squared
differences of candidates' scores from the mean.
4.11.2 Item analysis of the pilot test
Three item analysis instruments will be used in examining the test items: item
facility analysis, item discrimination index analysis, and distractor efficiency analysis.
As discussed earlier, the facility analysis measures the level of difficulty of an item.
On the other hand, the discrimination index analysis measures the extent to which the
results of an individual item correlate with results from the whole test (Brown 1996,
Alderson et a/. 1996). These two analyses are useful in order to understand and to
improve the effectiveness of item format and contents. Brown (op. cit.) warns
however that we should be careful in using these statistical techniques, saying that
"...the statistics are only for improving actual test items and are not an end in
themselves" (p.64). The distractor efficiency analysis examines the degree to which
the distractors are attracting students. The discussion for the above topic will start
with the samples from Jordan first, followed by the samples from Malaysia.
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4.11.2.1 Item analyses of the pilot test for samples from Jordan
(i) The Reading Test
4.11.2.1.1 Item facility (IF) analysis
Every item in the Reading Test was computed on the samples (N=67). Table
4-4 below shows the IF obtained from the summary of the samples' total score of the
Reading Test.
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Table 4-4: Item facility for the Reading Test (Jordan)














































































To analyse the IF, I use the interpretation suggested by Brown (1996). Brown
suggests that "...an item with an IF of .27 would be a very difficult question because
many more students missed it than answered it correctly" (p.65). Therefore, items are
regarded as unsatisfactory if they have low IF indices on the sample (N=67). In Part
One (Questions 1-10) (see Appendix A.2.2: 456-57), all IF indices are above .27
which means the items are not difficult. The same happens in Part Two ) (Questions
21-30 (see Appendix A.2.2: 457-59) where no item has an IF below .27. The lowest
IF index is .46 (Question 28). In Part Three (Questions 31-75) (see Appendix A.2.2:
459-60), several questions have an IF index below .27 (Nos. 50, 51, 52, 55, 70, 71).
Item 70 has the lowest IF, i.e. .06 which means only 4 samples answered this question
correctly. The pilot study shows that some of the questions have low IF indices
because they have more than one possible answer. Selecting one correct answer only
to every question when marking, was the main reason for the low IF index of those
items. Another factor to mention in analysing IF for items in Part Three is that I
cannot omit or drop some questions from the text because the questions are related to
each other. Omitting an item will affect the meaning of the whole text or at least
particular sentences and paragraphs. Some alteration to the wording or vocabulary
may be useful to overcome this problem. However, the final decision on the questions
with low IF indices will be taken only after the second pilot test has been conducted
on samples from Malaysia.
Apart from the IF analysis, the indices also indicate other interesting points.
With regard to Part One (see Appendix A.2.2: 456-57), it may be true to say that
there is no difference between the general Arabic texts and religious texts in terms of
difficulty or even the use of vocabulary for both types of text. In Part Two (see
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Appendix A.2.2: 457-59), the first and the last texts were taken from religious text
books for Year One at the AIS while the other three were selected from general
Arabic books. From the IF indices above, we may conclude that there is no difference
in the samples' score between these two types of text. This may be used as evidence
to reject the claim that texts related to religious context are not suitable for a language
test.
Another point that is interesting to note here is the format of the question. As
discussed earlier, Arab samples are not familiar with the format of Question 9 in Part
One (see Appendix A.2.2: 457). Most of them answered it incorrectly. As a result,
this item has a relatively low IF index (.55).
4.11.2.1.2 Item discrimination (ID) analysis of the Reading Test
Since the number of samples involved in the pilot test is small, I will use
approximately 25% (15 samples) of the total number of samples for the lower and
upper groups in calculating the ID for the Reading Test. From the summary of item
statistics, 25% of the upper group includes samples with a total mark ranging between
65 and 59. However, only 2 samples from those who obtained 59 marks are included
in the upper group to make the number of sample up to 15. In the case of the lower
group, 25% of it includes samples with a total mark ranging from 16 to 37. From the
summary of the frequency of the total score for the Reading Test, the calculation to
divide two groups, upper and lower, was conducted. Then the ID index was
calculated for each item as shown in Table 4-5 below:
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Table 4-5: Item discrimination index for the Reading Test (Jordan)
Item IF (upper) IF (lower) ID
1 .87 .60 .27
2 .93 .47 .46
3 .87 .20 .67
4 .47 .27 .20
5 .93 .80 .13
6 .93 .80 .13
7 .93 .93 .00
8 .93 .73 .20
9 .60 .53 .07
10 1.00 1.00 .00
11 .73 .60 .13
12 .93 .73 .20
13 1.00 .73 .27
14 .67 .53 .14
15 1.00 .53 .47
16 .93 .80 .13
17 1.00 .93 .07
18 .93 .73 .20
19 .93 .53 .40
20 1.00 1.00 .00
21 .93 .20 .73
22 .87 .33 .54
23 1.00 .33 .67
24 .87 .87 .00
25 1.00 .27 .73
26 1.00 .87 .13
27 .60 .60 .00
28 .40 .33 .07
29 1.00 .73 .27
30 .93 .53 .40
31 1.00 .13 .87
32 .80 .00 .80
33 .67 .34 .33
34 1.00 .80 .20
35 1.00 .47 .53
36 1.00 .47 .53
37 .93 .47 .46
38 .33 .07 .26
39 1.00 .27 .73
40 .87 .33 .54
41 .93 .13 .80
42 .80 .33 .47
43 1.00 .33 .47
44 .93 .13 .80
45 1.00 .07 .93
46 .93 .27 .66
47 1.00 .27 .73
48 1.00 .13 .87
49 1.00 .20 .80
50 .47 .07 .40
51 .20 .00 .20
52 .40 .13 .27
53 .80 .00 .80
54 .73 .00 .73
55 .33 .00 .33
56 .87 .13 .74
57 .67 .07 .60
58 1.00 .20 .80
59 1.00 .20 .80
60 1.00 .33 .67
61 .67 .13 .54
62 1.00 .27 .73
63 1.00 .27 .73
64 1.00 .20 .80
65 1.00 .27 .73
66 .80 .00 .80
67 .40 .00 .40
68 .60 .00 .60
69 1.00 .20 .80
70 .13 .13 .13
71 .40 .07 .33
72 1.00 .13 .87
73 1.00 .13 .87
74 .87 .13 .74
75 1.00 .07 .93
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To draw conclusions about the items based on the item discrimination analysis
above, Ebel (1979: 267) suggests the following guidelines:
Alderson et al. (1996) and Brown (1996), however, argue that such a
guideline should not be used as a hard and fast rule but rather as an aid in making
decisions about which items to reject and which to keep. According to Alderson et
al. (op. cit.), item writers are often content with ID of .40 or above, but there are no
rules as to which IDs are acceptable since "...the possibility of getting high DIs (ID)
varies according to the test type and range of ability of the examinees" (p.82).
Another factor that should be considered before making a decision on items with a
low ID index is whether the items are too easy or too difficult as can be observed
from the IF of both groups, i.e. upper and lower groups. From a humanitarian point
of view, it is good to keep this kind of item, "...just so the students can get off to a
good start" (Brown, op. cit: 71). However, an item with a negative ID shows that
something has gone very wrong with such an item and it should be revised or
discarded (Noll, et al. 1979; Ebel, 1979; Aiderson, et al. 1996; Brown, 1996). There is
good reason to doubt the value of the contribution made to a test result by items that
have negative ID indices. The negative index shows clearly that samples from the
lower group are better than samples from the upper group for such items.
With reference to Table 4-5, 5 questions in Part One (see Appendix A.2.2:
456-57) of the Reading Test have ID indices below .20. This indicates that those






Reasonably good but possibly subject to improvement
Marginal items, usually needing and being subject to
improvement
Poor items, to be rejected or improved by revision
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the IF indices in Table 4-4 indicate that these items are quite easy. Therefore I intend
to retain these questions as a good start for candidates.
In Part Two (see Appendix A.2.2: 457-59), 9 questions have ID indices below
.20. IF indices of these questions as shown in Table 4-9 indicate that all of these
questions except Question28 have an IF index of above .50. As Alderson et a/, noted
earlier, the range of ability of the samples may contribute to this result. However, the
wording of the question and the way the question is phrased may also be a reason for
low ID indices. Therefore, I need to revise and make necessary changes to these
questions for the future version of the test.
ID indices in Part Three (see Appendix A.2.2: 459-60) clearly discriminate
between these two groups. Only one of the ID indices of the questions falls below .19
and 36 questions from the total of 45 are above .40 ranging from .40 to .93.
4.11.2.1.3 Distractor efficiency (DE) analysis
Table 4-6 below summarises the percentage of options made by the samples
(N=67) for Part One of the Reading Test.
Table 4-6: Distractor efficiency statistics (N=67)
Items Options
a b c d
1 8 6 5 81*
2 6 81* 3 9
3 19 67* 6 3
4 28 24 38* 9
5 93* 3 3 0
6 8 0 0 91*
7 93* 5 3 0
8 78* 2 5 16
9 24 19 2 55*
10 0 2 2 97*
♦correct option
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If we consider the DE analysis result in Table 4-6 above, we notice that the
table also provides the same item facility indices that were discussed and shown in
Table 4-4 earlier. For example, Question 1 (see Appendix A.2.2: 456) which
indicates d as the correct answer (indicated by an asterisk) has the same IF index as
Question 1 in Table 4-4 This analysis, however, provides additional information
about the proportion of students who choose each of the options. For instance, in
Question 1, nearly 81% or 54 samples chose option d. Only 19% went to other
options, i.e. a, b, and c. From this result, we can say the degree to which the
distractors are attracting the candidates is low. However, it may be the case that the
problem does not necessarily occur because of the distractors alone. It could be
caused by the question itself: it is so easy sometimes for candidates to pick up the
correct answer.
Valuable insights can also be provided by DE analysis when the majority of
candidates choose an option regardless of whether the answer is right or wrong. For
example, in Question 4 (see Appendix A.2.2: 456), option c is the correct answer as
indicated by the asterisk, with about 38% or 26 samples choosing it. Oddly, about
52% selected wrong answers, which are option a and b. In a situation like this, it is
important for the researcher to check the original item and examine it carefully in
terms of both format and content to ensure there is no element that may divert the
candidates from choosing the correct option. By doing this, it is hoped that the IF
and ID indices will be increased in future.
In Questions 5, 6, 7, and 10 (see Appendix A.2.2: 456-57), options other than
the correct answer do not seem to be very attractive. Question 6 provides an example
of an item with two distractors and Questions 5, 7, and 10 provide an item with one
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distractor which does not attract any of the candidates in this pilot study. In other
words, these distractors are of little value in the process of distracting the candidates.
I may decide to revise these options so that they will be more attractive.
Alternatively, I will leave the items alone and continue to use the options according to
the theory that tampering with an item that is working is foolhardy (Brown, 1996).
Questions 3 and 9 (see Appendix A.2.2: 456, 457) look like good questions with well-
centred options except for option c in Question 9.
(ii) The Grammar Test
4.11.2.1.4 Item facility (IF) for the Grammar Test
Every item in the Grammar Test was computed on the samples (N=77). Table
4-7 below shows the IF for the Grammar Test obtained from the summary of the
samples' answer.
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Table 4-7: Item facility for the Grammar Test (N=77)































































To analyse the IF for this test, I use the same interpretation as suggested by Brown
(1996) when analysing the Reading Test. In Part One (Questions 1-50) (see
Appendix A.2.2: 462-66), most IF indices are above .27 which mean the questions are
not difficult. 17 questions have IF indices between .80 and .95 which means between
61 and 73 samples answered the items correctly. Only 4 questions have IF indices
below .27. These questions are 14 and 47 (.26), 40 (.23), and 45 (.13) (see Appendix
A.2.2: 463, 465). Investigation shows that questions which have low IF indices are
related to word roots (Questions 14, 47) and declension (Questions 40, 45). Since
those questions which have low IF indices are related to the syllabus, I do not intend
at this stage to drop them. Morover, the final decision on the items with low IF
indices will be taken only after the second pilot test has been analysed on samples
from Malaysia.
The IF indices in Part B (see Appendix A.2.2: 466) show that two questions
have low IF indices (items 54, 57). Further investigation reveals that both questions
have low IF indices because the samples did not provide the correct answer for both
of them, even though they knew that the statements in the questions were not true.
For example, for Question 54, 22 samples (28.6%) provided half-correct answers.
This means that they know the statement in the question is false. However, when
giving the answer to this question, they put it wrongly or they were simply unable to
provide the correct answer. The same thing happens to Question 57: the samples
provided half-correct answers to the question, which results in low IF index for this
question.
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4.11.2.1.5 Item discrimination (ID) analysis (Jordan)
Since the number of samples involved in the pilot test is relatively small, I will
use approximately 25% (19 samples) of the total number of samples (N=77) for both
groups, lower and upper, in calculating the ID for the Grammar Test. In the case of
the upper group, 25% of the total samples includes samples with a total mark ranging
from 42 to 50. However, only 3 samples from those who obtained 42 marks are
included in the upper group to make the total number of sample 19. In the case of the
lower group, 25% of total samples includes samples with a total mark ranging from
18 to 34. However only one sample from those who obtained 34 marks is included in
the lower group to make the total number of samples 19. Table 4-8 below displays
the ID for the Grammar Test for samples from Jordan.
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Table 4-8: Item discrimination (ID) statistics for the Grammar Test (Jordan)
Item IF (upper) IF (lower) ID
1 .95 .69 .26
2 1.00 .84 .16
3 1.00 .79 .21
4 1.00 .63 .37
5 .74 .00 .74
6 1.00 .16 .84
7 .84 .79 .05
8 .63 .73 -.10
9 .79 .26 .53
10 .79 .42 .37
11 .84 .58 .26
12 .95 .63 .32
13 .95 .84 .11
14 .47 .05 .42
15 .47 .32 .15
16 .95 .79 .16
17 1.00 .79 .21
18 .95 .90 .05
19 .68 .16 .52
20 .63 .32 .31
21 1.00 .47 .53
22 .90 .68 .22
23 1.00 .63 .37
24 .95 .74 .21
25 .84 .16 .68
26 .95 .79 .16
27 .68 .00 .68
28 .95 .58 .37
29 .68 .26 .42
30 .53 .05 .48
31 .68 .11 .57
32 .1.00 .90 .10
33 .68 .32 .36
34 .95 .37 .58
35 .42 .21 .21
36 1.00 .21 .79
37 1.00 .58 .42
38 .95 .32 .63
39 .95 .58 .37
40 .42 .00 .40
41 .95 .90 .05
42 .68 .63 .05
43 .47 .41 .26
44 .79 .11 .68
45 .11 .16 -.05
46 .47 .26 .21
47 .53 .11 .42
48 1.00 .63 .37
49 .84 .26 .58
50 .95 .42 .53
51 .84 .84 .00
52 1.00 .63 .37
53 .53 .32 .21
54 .26 .16 .10
55 .26 .42 -.16
56 .95 .84 .11
57 .32 .05 .27
58 .95 .58 .37
59 .84 .68 .16
60 .31 .32 -.01
To analyse the data in Table 4-8, the guidelines suggested by Ebel (1979) above will
be used. To make the analysis of the ID index easier, I summarise the data in Table 4-
8 above as follows:
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Table 4-9: Summary of the ID indices for the Grammar Test (Jordan)
ID Range Frequency Percent
Below .00 5 8.3
.01 - .19 13 21.7
.20 - .29 11 18.3
.30 - .39 11 18.3
.40 above 20 33.3
Total 60 100
ID indices from .20 to 1.00 are considered acceptable in this pilot study.
What remains to be discussed is items with an ID of .19 and below. As shown in
Table 4-9, 18 questions have an ID below .20. The discussion starts with questions
with an ID below .00. These are Questions 8, 45, 51, 55, and 60 (see Appendix
A.2.2: 4462, 465, 466). A close investigation of these questions reveals that they are
related to the declension in the syllabus for Year One at the AIS. All except one
question have item facility (IF) indices of above .35: they are therefore considered not
to be difficult (see Table 4-7 for the details of IF of these items). Hence I intend to
retain these questions for at least the second tryout in Malaysia before making any
decision whether or not to drop these questions in the final version. With regard to
Question 45 which has an IF index of 13 and an ID index of -.05, it seems to be the
most difficult question under the declension topic. I also intend to retain this question
for the second tryout to see whether or not it works with the samples in Malaysia.
With reference to item 54, even though the ID index was very low, the IF index was
acceptable. As for fifteen questions that have ID indices ranging from .01 to .19, I
find that almost all questions have IF indices of above .60. Only one question, i.e.
Question 54, has an IF index of .26, one point below the acceptable IF index which
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has been suggested by Brown (1996). Since the test is intended to detect low and
high ability students so that they can be placed in suitable groups according to their
ability and not merely to rank them, I find these questions may be retained for the next
stage of the pilot test.
4.11.2.1.6 Distractor efficiency (DE) analysis (Jordan)
As stated earlier, the task of improving the test particularly with regard to
multiple-choice items may not be completed if the DE analysis is not conducted. In
this section, I will examine the nonfunctioning and malfunctioning distractors of every
option in Part One of the Grammar Test with a view to either discarding or revising
them for future versions of the test. Table 4-10 below displays the percentage of
options made by the samples (N=77) for Part One of the test.
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Table 4-10: Distractor efficiency statistics for the Grammar Test (Jordan)
Items Options
a b c d
1 0 12 4 84*
2 0 8 88* 4
3 5 91* 0 1
4 79* 20 1 0
5 12 38* 26 22
6 29 0 5 64*
7 1 5 86* 7
8 0 10 14 75*
9 20 53* 3 21
10 51* 43 4 1
11 22 68* 1 5
12 12 3 82* 4
13 6.5 9 82* 3
14 26* 4 34 34
15 48* 46 3 4
16 7 1 1 91*
17 1 91* 7 1
18 3 7 0 90*
19 1 25 52* 18
20 35 42* 13 10
21 9 8 75* 8
22 17 1 4 78*
23 5 88* 3 4
24 5 3 5 87*
25 44* 4 31 21
26 94* 3 1 0
27 14 20 31* 35
28 81* 7 9 3
29 33 8 18 42*
30 17 42* 1 39
31 47* 31 12 9
32 4 1 0 95*
33 0 20 44 33
34 7 77* 16 0
35 43 12 29* 14
36 17 62* 3 17
37 12 1 1 84*
38 0 25 69* 4
39 78* 8 5 5
40 53 23* 13 5
41 4 4 87* 3
42 9 62* 22 4
43 17 29 40* 10
44 5 23 17 51*
45 13* 17 57 8
46 38 34* 18 7
47 26* 46 25 0
48 9 0 0 87*
49 9 57* 4 26
50 0 1 22 71*
* correct option
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From Table 4-10, we observe the proportion of students who choose each of
the options. Many valuable insights can be obtained from Table 4-10. Firstly, the
above table shows the options chosen by a majority of samples even though they were
in fact wrong. Out of 50, 7 questions, 14, 27, 35,40, 45, 46, and 47 (see Appendix
A.2.2: 463, 464, 465), have the majority of candidates selecting wrong answers. As
stressed earlier in the discussion of DE analysis for the Reading Test, these questions
need to be examined in terms of both format and content to identify the element that
may divert the candidates from choosing the correct options. With reference to
Question 14, the majority of samples chose options c and d. A close look at Question
14 suggests that this happened because they could not differentiate between the words
ijtaza (option a), ajaza (option c), and tajawaza (option d). Although it was clear
that option a was the correct answer, option d could be the correct option too if the
samples considered the word Islam to be above the words al-hadarat al-raqiya. If
this question is retained for the final version, the word tajawaza in option d should be
replaced by another word to avoid confusion. Question 27, which refers to the use of
al-asma' al-khamsa in the forms offatha and idafa, sees the majority of candidates
choosing option d instead of option c. This shows the candidates' ignorance
regarding the use of this noun. The same happened to Questions 35 and 40 where the
samples did not know the predicate of the subject (item 35) and the predicate of the
noun inna (item 40). Therefore no modification needs to be made to this item. With
reference to Questions 45 and 46, both questions were related to the noun of kdna.
In Question 45, the majority of candidates (57%) chose option c even though the
short vowel offatha was clearly indicated on the word jawab. It may be assumed at
this stage that the candidates were not familiar with the use of al-damma al-
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muqaddara of the noun of kdna. The same happens to Question 46 where only 34%
of the candidates chose the correct option. They were unable to find the noun of
kdna because it appeared after the preposition of min. We may conclude at this stage
that this item was difficult for candidates at this level. With regard to item 47, the
majority of candidates were unable to allocate the root of ishtaqa. As a result, most
of them (46%) chose option b instead of a.
Secondly, Table 4-10 also shows that the degree to which some distractors
were attracting the candidates is very low. Some distractors did not attract the
candidates at all while others had a very low percentage ranging from 1.3 to 13%
which means less than 10 candidates chose them. In a normal situation, these
distractors need to be revised to make them more attractive for future versions of the
test. However, 1 have to stress here that some distractors cannot be easily replaced by
others. For example, Question 6 (see Appendix A.2.2: 462) has distractor b, allafi,
which did not attract any candidate because it was the only option in the feminine
form while the other three were in the masculine form. However, it is difficult to find
another word that can attract candidates more. We may replace the word allafi with
alladhani but the possibility of it becoming attractive is still low because the same
word, alladhayni, which has been used as another distractor in option c in the
accusative or genitive form, attracted only 4 candidates (5.2%). Another example is
Question 2 (see Appendix A.2.2: 462): no candidate chose option a and only 3.9% (3
candidates) chose option d. However, I think that it will prove too difficult to replace
the words rajulan (option a) and rijal (option d) with any other words that are similar
to the correct option, i.e. rajul (option c). Taking the above discussion into
consideration, I decided to revise seven only. Table 4-11 below summarises the
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options which will be considered for revision:








Thirdly, Table 4-10 also reveals that some correct options, ranging from 85 to
94%, were able to attract the majority of candidates. This can be seen in Questions 2,
7, 18, 23, 41, and 48 (between 85 to 89%) and Questions 3, 16, 17, 26, and 32
(between 90 to 94%) (see Appendix A.2.2: 462-65). This indicates either that the
question was too easy and therefore candidates chose the correct option easily, or that
the distractors were not functioning efficiently. However, the final decision as to
whether or not to revise these options will be taken only after the analysis of
distractor efficiency on the samples from Malaysia has been made.
(iii) The Essay Test
As mentioned earlier, all samples involved in the Essay Test in Jordan were
Malaysians. Although the item analyses used for the Reading and Grammar Tests
which were discussed earlier are inappropriate for a writing test, this test still needs to
be analysed to investigate the following:
(a) whether the given topic extracts the intended sample of language;
(b) whether the given topic is suited to the candidates' language ability and
level;
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(c) whether the marking scheme that has been drafted during the item writing
stage in Chapter Three is usable; and
(d) whether the examiners are able to mark the essays consistently.
It is difficult at this stage to try the test out on a large number of samples
because of the time needed to mark the scripts. However, efforts have been made to
make sure that the samples (jV=23) in Jordan represent a wide range of backgrounds
and language levels to ensure that the sample of language produced contains most of
the features that will be found in the examinations themselves. To achieve this, I
asked the Malaysian students' representative to choose as many samples as possible
for the Essay Test from various levels based on their results in the previous
examinations.
The pilot test for an essay was administered only after I had left Jordan for
Malaysia (see Appendix A.2.2: 467). I asked the Malaysians student representative to
send me the answer scripts. After receiving the answer scripts, I quickly read the
scripts (k=23) to familiarise myself with the types of writing that the candidates had
produced and the problems they had in performing the task. Using the rating scale
which was set up in chapter three, I extracted the scripts which represented
'adequate' and 'inadequate' performance. In addition, other problems that are rarely
described in rating scales such as bad handwriting, excessively short or long
responses, responses which indicate that the candidate misunderstood the task, etc,
were analysed at this stage. With regard to the number of scripts, Alderson et al
(1996) suggest that at least 20 scripts representing various levels of performance
should be used. Thus I decided to read all the scripts (k=23). As was described
earlier (see Chapter Three: the scoring method), the total possible mark for the essay
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was 25: 10 marks were allocated for content and organisation; and 5 marks each were
allocated for the use of vocabulary, accuracy in grammar, and the mechanics, which
included punctuation, spelling, etc. Later I took the scripts to my colleagues who
served as my standardising committee to try out the rating scale on these scripts and
to see whether the rating scales were usable or not. The standardising committee
consists of myself and another two lecturers from the Faculty of Language and
Linguistics at the University of Malaya. Both of them teach Arabic language at the
AIS. They were given the scripts one after the other and were asked to mark them.
They were asked to give the marks for every script based on the rating scales on a
separate paper in order to avoid influencing each others' marks. Table 4-12 provides
a summary of the descriptive statistics for each rater:
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Table 4-12: The summary of descriptive statistics for the Essay Test (Jordan)
* vtK" gr mc 1R cif \W0\iir me iR cit voc tR































































































































































































4 ! i6 5 11 3 lilt i 3 ''14
2 ! io ll 2 lllff i 2 §i|i
5 It 22 ill ||| 4 fill i s lip
5 1 20 ii ill 3 fill i 4 pi
3 113 5 fjf 3 3 i 3 Hi
2 1 8 ii § 2 fill i 2 in
4 11: 18 ii Jf 4 HI i 5 111
4 17 ll 14 fill i 4 nil
3 ? i 15 11 ill 3 lip! i 3 15
4 ll 18 f§ II 3 3 i 4 '16
3 1 n ii #1 2 ill i 2 10
5 ; 20 if 11 4 4 i s HI
2 Ml 7 i! 1 1 2 2 i 2 11
3 1 13 4 f§ 2 2 i 2 13
i; 1 1» llIII 3 2 i 3 ip
3 1 12 5 ill 3 3 i 3 111
3 10 3 III 2 2 i 3 fp
S 21 8 if ^ 4 i 5 ill
5 i 19 7 li 4 4 i s §ij*# I 14 5 Ip. 3 3 3 44
2 II 8 4 II 2 HI 3 'it
3 1 I1 4 |. 2 2 3 ill
2 1 7 II ii 2 2 2 I®
2. 11 23 23 1 23 23 1 23 111
Note:
nos. = the number of students
ct/or 1, 2, 3= content/organisation for raters 1,2, and 3
voc 1,2,3 = vocabulary for raters 1, 2, and 3
grm 1, 2, 3 = grammar for raters 1, 2, and 3
mch 1,2,3 = mechanics for raters 1, 2, and 3
tR 1, 2, 3 = total marks for raters 1, 2, and 3
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Table 4-12 shows that there were no big differences between the three raters
in giving their marks to the samples' work. With reference to the first aspect of
writing, i.e. content and organisation (ct/or), we observe that the difference between
the marks of the three raters ranged from 1 to 2 marks only. The correlation
coefficient (r) between these three raters was relatively high: the r rater 1 and rater 2
was .732; the r between rater 1 and rater 3 was .784; and the r between rater 2 and 3
was .940, all of which were close to 1.00. With reference to the second aspect, i.e.
vocabulary, the above data show that the raters differed slightly for sample 8. Rater 1
gave 2 marks, rater 2 gave 3 marks, and rater 3 gave 4 marks. Other than this, if they
differed, it was within 1 mark only. The correlation coefficient between the three
raters was also high: .676; .781; and .802. The third aspect, i.e. grammar, also
indicates that the raters did not differ from each other by more than 1 mark. This
resulted in a high correlation between the three raters: the r between rater 1 and rater
2 was .660; the r between rater 1 and 3 was .680; and lastly the r between rater 2 and
3 was .899. The last aspect of writing that was assessed was the mechanics. The r
between rater 1 and rater 2 was .711, between rater 1 and rater 3 was .659, and
between rater 2 and rater 3 was .871. This high correlation indicates clearly that the
raters did not differ among themselves when assessing the essays using the rating
scales mentioned earlier. From the data in the above tables and the correlation of the
aspects of writing that has been computed, we may assume the correlation among the
three raters for the total marks should be high. Table 4-13 below summarises the
correlation coefficient of the three raters for total marks:
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Table 4-13: Correlation coefficient of total marks of the essay for the three
raters
TTLR1 TTLR2
TTLR2 Pearson Correlation .801** 1.000
Sig. (2-tailed) .000
N 23 23
TTLR3 Pearson Correlation .792** .930**
Sig. (2-tailed) .000 .000
N 23 23
**Correlation is significant at the 0.01 level (2-tailed).
From Table 4-13, we observe that the correlation coefficient between the three
raters for the total marks of the Essay Test was high: the r between rater 1 and rater 2
was .80, the r between rater 1 and rater 3 was .79; and lastly the r between rater 2 and
rater 3 was .93. However, it is interesting to note here that among the three raters,
rater 3 seemed to be more 'generous' in giving marks to the samples' work. Thus,
the mean of the total marks for rater 3, 14.26 (57.04%), indicates that more samples
obtained higher marks than lower marks. Rater 1 was seen to be the most strict rater
of the three. However, she distributed marks well spread out and therefore I could
describe this distribution as a near-normal one.
Immediately after the raters finished marking, they met to compare their marks
and discus any difference of opinion they might have. Among the matters discussed
was the difference between the three raters in giving the marks involving samples 4, 8,
9, 13, and 17. With regard to samples 4, 8, and 9, rater 1 differed from the other two
raters by between 3 and 6 marks. The discussion among the raters showed that this
was unavoidable. It happened because rater 1, as mentioned above, was quite strict
and therefore she tended to differ from the other two between one to two marks for
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every aspect of writing that had been assessed. With reference to sample 13, rater 2
described that he gave low marks to this sample. After a revision of his marking
towards the sample's essay, he agreed with the other two raters that the marks given
by both of his colleague were more appropriate. Even though rater 1 was labeled as
the strict rater, it was not the case when she rated sample 17's essay. She gave 5
marks for the content and the organisation of ideas while the other two raters were of
the opinion that this sample had slightly diverged from the topic. As a result, her total
rating differs by 4 marks from the other two raters.
We also observe that the average amount that each rater's assessment deviates
from the mean is small and can be calculated as follows: for rater 1, 68% of the test
population would be found within 2.89 + 1 SD, that is 15.49 to 9.71; 95% within
2.89 + 2 SDs, that is 18.38 to 6.82; 99.7% within 2.89 + 3 SDs, that is 21.27 to 3.93;
for rater 2, 68% of the test population would be found within 4.76 + 1 SD, that is
18.66 to 9.14; 95% within 4.76 + 2 SDs, that is 23.42 to 4.38; 99. 7% within 4.76 +
3 SDs, that is 28.18 to -0.38; and for rater 3, 68% of the test population would be
found within 4.30 + 1 SD, that is 18.60 to 10.00; 95% within 4.30 + 2 SDs, that is
22.90 to 5.70; 99.7% within 4.30 + 3 SDs, that is 27.2 to 1.40. From these
calculations, we can fit for the three raters' rating 2 SDs on the (+) side of the mean
which would account for 95% of this population and 1 SD on the (-) side of the mean
which could account for 68% of this population. We could describe this distribution
as positively skewed, i.e. towards the top than towards the bottom end of the
distribution.
From the above discussion, we may stress that the differences among the
raters do not affect the rating scales that have been drafted earlier. The three raters
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agreed upon many things among themselves: from the content of rating scales, the
division of marks to each aspect of writing being assessed, to marks given by every
rater. I therefore take this as a 'consensus mark' for each of the samples' script. I
noted all the points of the discussion from the raters so that they can be used during
the briefing to the essay examiners for the final test at the AIS.
4.11.2.2 Descriptive statistics of samples from Malaysia
4.11.2.2.1 The Reading Test
In this section, I will display the descriptive statistics resulting from the data
sample I collected in the pilot test at both schools described earlier.












From Table 4-14, we note the statistical data of samples from Malaysia for the
Reading Test which include central tendency and dispersion. With regard to the
former, the mean, 23.94, indicates clearly that this population found the test difficult
as the mean is below the 50% mark (precisely 31.92%), and there is a very high
possibility that more samples are situated toward the bottom end of the distribution
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than toward the top. The median, 23.00, which is slightly lower than the mean is
another indication that the test was not easy for the samples. As a point below which
50% of the scores fall and above which 50% fall, the median, 23.00, indicates that the
majority of the candidates obtained relatively lower marks. Another measure of the
central tendency is the mode. The mode also indicates that the scores that occured
most frequently were far below the 50% mark (precisely 34.66%). The last measure
of central tendency is the midpoint. From the data in Table 4-14, we can calculate the
midpoint for the test as 16. This is another indication to show that the majority of
samples obtain relatively lower marks because the midpoint in a set of scores is the
point halfway between the highest and the lowest score.
With reference to the second measure, i.e. the dispersion, we can see how
widely the scores are spread out from the central tendency. The first measure is the
standard deviation (SD). As shown in Table 4-14 above, the SD for this test is 6.48.
From the SD and the mean of the test, I calculate the number of SDs that fit the
distributions in order to describe them as normal or skewed. 68% of the test
population within 1 SD would be 17.46 (negative side) and 30.42 (positive side); 95%
of the test population within 2 SDs would be 10.98 and 36.90; 99.7% of the test
population within 3 SDs would be 4.50 and 43.38. With the minimum score of 9 and
the maximum of 41, we can fit in 2 SDs only on the negative side of the mean which
would account for 95% of the test population. On the other hand, we can nearly fit 3
SDs (less 2.38) on the positive side of the mean which would account for 99.7% of
the test population. We could therefore describe this distribution as positively
skewed. To get a clearer picture of the distribution, I display in Figure 4-3 below the
histogram of Reading Test for sample from Malaysia (N=123).
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Figure 4-3: Histogram of the Reading Test (Malaysia)
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The histogram in Figure 4-3 shows that the distribution is positively skewed.
This confirms what has been discussed earlier, that is, more candidates scored low
marks than high marks. We can see also from that the ends of the normal curve line
disappear off the histogram not exactly at 0 and 41 but higher up. This confirms the
calculation I made earlier concerning the 3 SDs on the negative and positive sides,
that is 4.50 and 43.38.
The second statistical measure for dispersion is the variance. From Table 4-
14, we can see that the Reading Test's variance for samples from Malaysia is 41.96.
The variance indicates the average of the squared differences of candidates' scores
from the mean. The last statistical measure is the range, i.e. the number of points
between the highest and the lowest score. The range for this test as shown in Table
4-14 is 32.
4.11.2.2.2 The Grammar Test
In this section, I will display the descriptive statistics resulting from the data
sample I collected in the pilot test at both schools mentioned earlier.













From Table 4-15, we observe the statistical data of samples from Malaysia for
the Grammar Test which include central tendency and dispersion. As stated earlier,
the total mark for the test was 60. With regard to the central tendency, the mean,
24.62 (41.03%), indicates that this population found the test quite difficult, even
though they found it not as difficult as the Reading Test that has been discussed
earlier. From the mean, we can say that there is a possibility that more samples are
situated toward the bottom end of the distribution than the top. The median, 24.00,
which is slightly lower than the mean, is another indication that the test was not easy
for the samples. As a point below which 50% of the scores fall and above which 50%
fall, the median, 24.00, indicates that the majority of the candidates obtained relatively
lower marks. Another measure of the central tendency, is the mode. The mode, 26,
also indicates that the scores that occurred most frequently were below the 50% mark
(precisely 43.33%). It is odd however to find the mode here higher than the mean and
the median because in the positively skewed distribution the position of the mode will
normally be under both the median and the mean. The last measure of central
tendency is the midpoint. From the data in Table 4-15, we can calculate the midpoint
for the test as 21.5. This is another indication to show that the majority of samples
obtained relatively lower marks because the midpoint in a set of scores is that point
halfway between the highest and the lowest score.
With reference to the second measure, i.e. the dispersion, we observe how the
scores for the Grammar Test were spread out from the central tendency. The first
measure is the standard deviation (SD). As shown in Table 4-15, the SD for this test
is 7.01. From the SD and the mean of the test, 1 calculated the number of SDs that fit
the distribution. 68% of the test population within 1 SD would be 17.61 (negative
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side) and 31.63 (positive side); 95% of the test population within 2 SDs would be
10.60 and 38.64; 99.7% of the test population within 3 SDs would be 3.59 and 45.65.
With the minimum score of 9 and the maximum of 52, we can fit in 2 SDs only on the
negative side of the mean which would account for 95% of the test population
However, we can fit 3 SDs on the positive side of the mean which would account for
99.7% of the test population. We could therefore describe this distribution as skewed
towards the top of the distribution. In technical terms, this distribution is termed as
positively skewed which means that most of the candidates scored low or average
marks. To see the distribution of samples more clearly, I display in Figure 4-4 below
the histogram of the Grammar Test for samples from Malaysia (N=123).
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Figure 4-4: Histogram for the Grammar Test (Malaysia)
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The histogram in Figure 4-4 shows that the distribution is positively skewed.
This confirms what was discussed earlier, i.e. more candidates scored lower than
higher marks. We can also see from Figure 4-4 that the end of the normal curve line
disappears off the histogram not exactly at 0 at the negative side but higher up. At
the positive side, the line disappears off just after the 50. This confirms the
calculation 1 made earlier concerning the 3 SDs on the negative and positive sides,
that is 3.59 and 45.65.
The second statistical measure for dispersion is the variance. From Table 4-
15, we can see that the variance for the Grammar Test for samples from Malaysia is
49.11. The last statistical measure is the range, i.e. the number of points between the
highest and the lowest score. The range for this test as shown in Table 4-15 is 43.
If we compare the data for samples from Jordan in Table 4-3 with the data in
Table 4-15, we note some differences and some similarities that represent the
performance of samples from both countries in the same test, i.e. the Grammar Test.
For instance, the mean (37.36) for samples from Jordan was bigger than the mean for
samples from Malaysia: 24.62. This is the case because more samples of the former
group obtained higher marks than the samples from the latter. The standard deviation
of the distribution for samples from Jordan was almost the same as that of samples
from Malaysia (7.30 and 7.01). However, the total number of SDs that fit the
distributions of both samples differed. This is the case because the distribution of
marks for samples from Jordan was negatively skewed while the distribution of marks
for samples from Malaysia was positively skewed. In non-statistical terms, more
samples from Jordan obtained higher marks than samples from Malaysia. With
reference to variance, there was a small difference between the variance for samples
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from Jordan and Malaysia as shown in Table 4-3 and Table 4-15 respectively. If we
relate the comparison of these two samples with statistical studies, we find that the
above data confirms the assumption made by some statisticians that the greater the
difference in standard deviation (or variance) between two samples, the less
accurately can we establish the significance of the difference between their means"
(Rowntree, 1991:123). It is clear therefore from the data from both samples above
that the differences between the SD and the variance are small. Therefore we can
observe the big difference between the mean (37.36 or 62.3%) for samples from
Jordan against the mean (24.62 or 41.0%) for samples from Malaysia.
4.11.2.3 Item analysis of the pilot test for samples from Malaysia
Three item analysis instruments will be used in analysing the test items: item
facility analysis, item discrimination index analysis and distractor efficiency analysis.
(i) The Reading Test
4.11.2.3.1 Item facility (IF) analysis for samples from Malaysia
Every question in the Reading Test was computed on the samples (N=123).
Table 4-16 below shows the IF for the Reading Test.
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Table 4-16: Item facility for the Reading Test (Malaysia)














































































In Part One, three questions fell below the minimum index of the difficulty for
an item, (i.e. .27). In Part Two, one question falls below .27. However, 34 questions
have an index below .27 in Part Three. This indicates clearly that this part was
extremely difficult for the population. Two questions, 51 and 75 (see Appendix
A.2.2: 459, 460), have an index of .00 which means none of the population obtained
the correct answers. 19 questions have an index between .01 and .10 which mean
between 1 and 12 samples answered the questions correctly and 13 questions have an
index between .11 and .26 which mean between 13 and 32 samples answered the
questions correctly.
With reference to the difficulty of the passages in Part Three, the literature has
been ambiguous. Some studies claim that a more difficult cloze test appears to
correlate more highly with proficiency and criterion measures (Darnell, 1968; Oiler,
1972; Carroll et al., 1985). Alderson (1979) adds that the more difficult the cloze
tests the better they provide a measure of proficiency. Mullen (1979) contradicts the
above views by saying that an easy passage in the cloze tests provides a better
prediction of ability than a difficult one. With reference to the difficulty of the
passage in this part, I have to stress here that the whole text of the cloze test is not
difficult because it deals with a very basic Islamic teaching in Muslim life. For
example, Question 31 (see Appendix A.2.2: 459), which has an IF index of .02 only,
can be classified as an easy question because the omitted word, awfa or waffa, is very
familiar to students at any higher secondary level. Question 33 (see Appendix A.2.2:
459) with an IF index of .09 is another example. The omitted word, amran or
shay'an, is very familiar to students in general because the whole sentence is taken
from a very famous Hadith by the Prophet Muhammad (Peace be upon Him) and I
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believe many students will have memorised that hadith. The same applies to item 48
(see Appendix A.2.2: 459) which has an IF index of .03. The omitted word, al-
salam, is very familiar to students and Muslims in general. Students not only
memorise the hadith that is related to this word, but also practice the use of salam
(greeting each other) in their daily life. Other questions such as 32, 37, 39, 54, 60
(see Appendix A.2.2: 459-60), and the like, which have low IF indices, can be
considered easy questions too. Other questions such as 38, 41, 50, 51, 52, 61, and
the like are obviously difficult. Therefore it is expected that these samples will obtain
low IF indices for these questions. However, many questions with varying difficulty
levels and less satisfactory discriminatory values, which will be discussed later, need
to be included because they are important for measuring different traits in the content
domain. In other words, the decision as to whether or not to drop certain questions is
often made in favour of content validity rather than test item statistics. In this regard,
Heaton (1979) and Valette (1979) stress that an easy question discriminates better
between poor and average students, while a difficult question is more efficient in
discriminating good students from the majority of students. Therefore I intend to
retain these difficult questions for the future version of the test.
There are other factors to be considered in dealing with the data in Table 4-16
above. Firstly, the samples may not be familiar with cloze tests and therefore could
not perform well in this type of test. Secondly, the use of the cloze test relates to face
validity. Many foreign students do not accept the cloze test as a "true" measure of
their ability in language skills (Shohamy 1978; Mullen, 1979). For example,
Shohamy's study on students' attitudes toward the cloze test and the oral interview
revealed that only 15.38% regarded it as an accurate measure, 17% of the students
217
viewed the cloze as an accurate measure of speaking ability, 35.89% thought the
cloze was difficult and frustrating, 10.26% claimed that it was incomprehensible,
confusing, and ambiguous, and 6.41% just disliked it (quoted in Pachinburavan, 1985:
19). Taking these factors into consideration, the final decision whether or not to
revise or drop items with low IF will only be made after comparing the data in Table
4-16 with the data from samples from Jordan in Table 4-4 together with the data in
Table 4-17 below.
4.11.2.3.2 Item discrimination (ID) analysis for the Reading Test (Malaysia)
To obtain data for ID analysis, I employed the same procedure as was used in
analysing the data for samples from Jordan. Firstly, the frequency of the Reading Test
result was used to divide two groups of samples: upper and lower groups. However,
the percentage of both groups was slightly higher than the percentage of both groups
from Jordan: 27% (N=33). Secondly, the upper group included samples with a total
mark ranging from 27 to 41. Only 1 sample (out of 4) from those who obtained 27
marks was included to make the number of samples up to 33. In the case of the lower
group, 27% of it included samples with a total mark ranging from 9 to 19. Only 6
samples (out of 8) from those who obtained 19 marks were included to make the
number of samples up to 33. Lastly, the ID index was calculated for each item as
summarised in Table 4-17 below:
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Table 4-17: Item discrimination index for the Reading Test (Malaysia)
Item IF (upper) IF (lower) ID
1 .82 .30 .52
2 .42 .12 .30
3 .37 .09 .28
4 .42 .09 .33
5 .64 .52 .12
6 .82 .30 .52
7 .94 .70 .24
8 .67 .27 .40
9 .79 .67 .12
10 .91 .67 .24
11 .79 .64 .15
12 .94 .79 .15
13 .76 .49 .27
14 .61 .55 .06
15 .61 .39 .22
16 .61 .15 .46
17 .49 .33 .16
18 .39 .30 .09
19 .33 .42 -.09
20 .97 .79 .18
21 .30 .12 .18
22 .55 .39 .16
23 .61 .39 .22
24 .85 .55 .30
25 .27 .21 .06
26 .97 .85 .12
27 .33 .27 .06
28 .27 .30 -.03
29 .82 .61 .21
30 .58 .24 .34
31 .06 .00 .06
32 .27 .00 .27
33 .15 .09 .06
34 .91 .85 .06
35 .61 .15 .46
36 .36 .12 .24
37 .24 .09 .15
38 .15 .03 .12
39 .21 .00 .21
40 .27 .03 .24
41 .03 .00 .03
42 .55 .21 .34
43 .06 .00 .06
44 .27 .03 .24
45 .76 .33 .43
46 .76 .33 .43
47 .55 .09 .46
48 .06 .00 .06
49 .15 .00 .15
50 .00 .00 .00
51 .00 .00 .00
52 .00 .00 .00
53 .15 .03 .12
54 .09 .03 .06
55 .15 .03 .12
56 .49 .24 .25
57 .12 .06 .06
58 .30 .06 .24
59 .46 .06 .40
60 .73 .15 .58
61 .18 .00 .18
62 .15 .09 .06
63 .82 .12 .70
64 .42 .06 .36
65 .79 .52 .27
66 .06 .03 .03
67 .12 .03 .09
68 .06 .00 .06
69 .79 .18 .61
70 .21 .09 .12
71 .12 .00 .12
72 .12 .03 .09
73 .39 .06 .33
74 .21 .03 .18
75 .00 .00 .00
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To draw conclusions about the items based on the ID indices above, I will use
the guidelines suggested by Ebel (1979:267) together with the arguments by Alderson
el al. (1996) and Brown (1996) which have been discussed earlier. With reference to
Part One (Questions 1-10), 2 questions: 5, and 9 (see Appendix A.2.2: 456, 457),
have ID indices below .19 which indicate that these items did not discriminate well. If
we compare this finding with the finding for samples from Jordan, these questions
were among 5 questions that have ID indices below .19. However, I intend to retain
these questions as a good start for candidates because the IF indices for both
questions, as shown in Table 4-16, indicate that these questions are at the average
level of difficulty (.50, .65). Furthermore, both groups, upper and lower, also
obtained relatively high IF indices. In Part Two (Questions 21-30), 13 questions have
ID indices below .19 which means that these questions did not discriminate well. 6
questions(18, 19, 21,25, 27, 28) (see Appendix A.2.2: 458, 459) have low DI indices
as a result of lower IF indices of both groups while the other 7 (11, 12, 14, 17, 20, 22,
26) (see Appendix A.2.2: 457-59) have similar low ID indices as a result of higher IF
indices. After comparing the questions that have low ID indices in Table 4-17 with
questions for samples from Jordan in Table 4-5,1 conclude the following:
(A) Questions 11 and 12 (see Appendix A.2.2: 457) are found to be easy and
therefore they cannot discriminate between the upper and lower groups. This was
also the case with samples from Jordan in which the ID for these questions were
.13 and .20 only. It is difficult to change the current questions to the new ones
because the text is too short. As a way out, I will add another paragraph under the
same topic from the same resource book and then make necessary changes to the
questions.
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(B) Questions 14 (see Appendix A.2.2: 458) is found to be easy because it cannot
discriminate between both groups of samples from both nationalities. A new
question will be constructed for this item.
(C) The following action has been taken with regard to questions 17, to 20 (see
Appendix A.2.2: 458). With reference to questions 17 and 18, though IF indices
of both groups were relatively average for samples from Malaysia, as shown in
Table 4-17, it was not the case for samples from Jordan: they obtained higher IF
indices ranging from .73 to 1.00. Therefore I have decided to retain both questions
for the final version. With reference to questions 19 and 20, some necessary
changes have had to be made. Question 19 has a negative ID index which means
more samples in the lower group obtained the correct answer than in the upper
group. "There is obviously something very wrong with such an item and it should
be revised or discarded" (Alderson et al. 1996:82). I have therefore replaced
Question 19 with another one even though the ID index of this question was high
for samples from Jordan. Question 20 did not discriminate: the ID index was .18
for samples from Malaysia and .00 for samples from Jordan (see Table 4-5). Both
groups, lower and upper, obtained high IF indices which means the question was
very easy. I have therefore replaced the wording of the sentence in this question.
(D) With reference to questions 21-25 (see Appendix A.2.2: 459), I have decided to
replace Question 21 with a new one. Even though Question 21 has a very high ID
index for samples from Jordan (73), the IF index of this question for samples from
Malaysia was very low (.23). Questions 22 and 25 are retained because the ID
indices for samples from Jordan together with IF indices for samples from Malaysia
were high. However, words were added to Question 22 to make it clearer for the
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final test.
(E) All items in questions 26 to 28 (see Appendix A.2.2: 459) have been changed.
This is due to the low ID indices of samples from both Jordan and Malaysia as
shown in Table 4-5 and Table 4-17. Question 28 for example, has a negative ID
index, -.03, which means more samples in the lower group were correct than in the
upper group.
In Part Three (Questions 31-75), 25 questions have ID indices below .19 for
samples from Malaysia. This part however will not be analysed statistically in order
to drop or change certain questions as we did with items in Part One and Two. This
is because the nature of questions in a cloze test are not independent from one
another. Furthermore, "...items are embedded in the passage: therefore, items
detected by an item analysis as not functioning properly cannot be refined in most
cases" (Pachinburavan, 1985:59). The purpose of displaying the above data is to
compare questions that have low ID indices with questions for samples from Jordan in
Table 4-5. After comparing both sets of data, I find that only one question, 70, does
not discriminate well between the upper and lower groups for both samples from both
countries. Hence I have decided that no revision needs to be made on Part Three of
the Reading Test. (For a new version of the Reading Test, see Appendix A.2.3: 469-
481).
4.11.2.3.3 Distractor efficiency (DE) analysis
Table 4-18 below summarises the percentage of options made by the samples
from Malaysia which will be used to analyse the DE for Part One of the Reading Test.
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Table 4-18: Distractor efficiency (DE) statistics (N=123)
Items Options
a b c d
1 17 16 15 52*
2 21 20* 7 51
3 41 19* 17 21
4 67 7 26* 0
5 50* 21 19 9
6 33 2 7 58*
7 83* 3 6 6
8 46* 9 7 35
9 4 14 7 65*
10 2 2 5 79*
* correct option
To analyse the above data, I will compare them with the data in Table 4-6 for
samples from Jordan. The DE statistics in Table 4-18 provide us with information
about the proportion of samples who chose each of the options. Firstly, the above
data shows those options selected by a majority of samples, even though they were in
fact not a correct answer. Three questions, 2, 3, and 4, (see Appendix A.2.2: 456)
are good examples of this. A close look into the options chosen by the samples
suggests that this may happen for various reasons: the samples did not know the
correct answers to the questions or the options themselves were confusing. In
Question 2, for example, more samples chose option a rather than option b because
they were probably misled by the word waqt qasir in the question. In Question 3,
option a, which the majority of samples chose, could be considered as a half-true
answer. However, if the samples looked carefully at other options, they would
ascertain that option b was the correct one as it happened to samples from Jordan:
only 19.4% chose option a and 67.2 chose the correct option. Question 4 is another
example of how the samples were fooled by the question. The use of the word
fawa'id has lead the majority of them to choose option a, (manafi') regardless of
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what was actually asked by the question. To conclude, I would suggest that the
distractors in these questions are good because they were able to divert the samples
from the correct answers. 1 therefore decided to retain them for the future version of
the test.
Secondly, the above data reveal options other than the correct answer which
do not seem to be very attractive: less than 5%. Examples of these options are option
d in Question 4, and option b in Questions 6, 7, and 10 (see Appendix A.2.2: 465,
457). This was the case also with samples from Jordan (see Table 4-11). As for
option d in Question 4, the main reason why the samples avoided it may be because
they were not familiar with the meaning of the word maghanim. I suggest this
because some samples from Jordan, 9%, did choose this option since it is more or less
synonymous with the word fawa 'id. With regard to option b in Questions 6, 7, and
10, I suspect that they were clearly wrong answers in the eye of the candidates. In
other words, the degree to which these options attract can be said to be very low.
However, since the texts for the questions were short, especially for questions 7 and
10, there were not many other alternatives that could replace those options. I
therefore intend to retain them for the future version of the test.
Thirdly, the data in Table 4-18 shows us the correct options which were able
to attract the majority of candidates. This can be seen in questions 7 and 10. These
two questions also attracted higher percentages of candidates for samples from
Jordan: 92.5% and 97% respectively. This indicates that these questions were easy in
the samples' point of view. However, I do not intend to make any changes to these
options because there are not many other options which could be created.
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(ii) The Grammar Test
4.11.2.3.4 Item facility (IF) analysis (N=123)
Every question in the Grammar Test was computed on the samples from
Malaysia (N=123). Table 4-19 shows the IF for the test.
Table 4-19: Item facility statistics for the Grammar Test (Malaysia)































































As in the analysis of the Reading Test, the discussion of IF analysis in Table 4-
19 above will take into consideration the IF analysis of samples from Jordan discussed
earlier in Table 4-7. With reference to Part A (Questions 1-50), samples from Jordan
found 4 questions, 14, 40, 45, and 47 (see Appendix A.2.2: 463, 465), to be very
difficult. From these samples, all four except one fell below .27 also. Even though
these questions have content validity, i.e. are related to the Arabic syllabus, they seem
to be difficult items. I therefore decided to revise the wording of these questions or if
necessary to discard them from the final version of the test. There are other questions
that fell below .27 such as 6, 19, 25, etc. Flowever, the decision whether or not to
drop these questions will only be made after the item discrimination analysis has been
conducted I cannot simply conclude, based on the IF statistics above, that an item
with a low IF index, say .20 or .15, is very difficult because the academic level of the
samples is lower than the target samples in the real test. Hence the discrimination
index (ID) analysis which will be discussed later will focus on questions that had IF
indices below .27 (15 questions altogether) and the decision will be made after that as
to whether or not to discard these questions. With reference to Part B (Questions 51-
60), only one question, 57 (see Appendix A.2.2: 466), had an IF index below .27.
This question, 57, also had a low IF index with samples from Jordan: .10. Although
the samples from Jordan obtained low IF index for this question because they
provided a half-correct answer as discussed earlier, the majority of samples from
Malaysia answered it wrongly (72%) and only 18% had a half-correct answer. I
therefore decided to revise this question: either to change the wording of the question
or reject it from the final version of the test.
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4.11.2.3.5 Item discrimination analysis (N=123)
To obtain data for ID analysis, I use the same procedure to analyse the data
for samples from Jordan. Firstly, the frequency of the Grammar Test result was used
to form two groups of samples, upper and lower. However, the percentage of both
groups was slightly higher than the percentage of both groups from Jordan, i.e. 27%
(N=33). Secondly, the upper group included samples with a total mark ranging from
28 to 52. In the case of the lower group, 27% (of it) included samples with a total
mark ranging from 9 to 20. Lastly, an ID index was calculated for each item as has
been summarised in Table 4-20 below:
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Table 4-20: Item discrimination statistics for the Grammar Test (Malaysia)
Item IF (upper) IF (lower) ID
1 .64 .18 .46
2 .94 .76 .18
3 .88 .56 .42
4 .82 .49 .33
5 .18 .15 .03
6 .52 .06 .46
7 .85 .52 .33
8 .88 .30 .58
9 .58 .18 .40
10 .42 .30 .12
11 .58 .27 .31
12 .64 .21 .43
13 .88 .51 .37
14 .39 .21 .18
15 .46 .15 .31
16 .79 .39 .40
17 .85 .27 .58
18 .82 .55 .27
19 .24 .03 .21
20 .39 .15 .24
21 .72 .21 .51
22 .39 .09 .30
23 .88 .46 .42
24 .52 .27 .25
25 .30 .09 .21
26 .82 .42 .40
27 .21 .18 .03
28 .70 .27 .43
29 .49 .12 .37
30 .27 .09 .18
31 .15 .06 .09
32 .90 .76 .14
33 .46 .12 .34
34 .67 .15 .52
35 .58 .24 .34
36 .46 .21 .25
37 .94 .30 .54
38 .61 .21 .40
39 .67 .33 .34
40 .15 .09 .06
41 .79 .70 .09
42 .76 .24 .52
43 .30 .12 .18
44 .18 .03 .15
45 .18 .03 .15
46 .24 .12 .12
47 .21 .09 .12
48 .52 .15 .37
49 .27 .06 .21
50 .49 .18 .31
51 .91 .76 .15
52 .76 .46 .30
53 .53 .32 .21
54 .46 .30 .16
55 .49 .33 .16
56 .85 .72 .13
57 .03 .12 -.09
58 .73 .58 .15
59 .73 .49 .24
60 .55 .30 .25
228
To analyse the ID in Table 4-20, I compared the above data with IF indices
discribed earlier in Table 4-19 together with ID statistics for samples from Jordan in
Table 4-8. My conclusions, drawn from this comparison, are as follows:
(A) 19 questions (5, 6, 14, 19, 25, 27, 29, 30, 31, 33, 36, 40, 43, 44, 46, 47, 49, 50,
and 54) (see Appendix A.2.2: 462-66), that have low IF and/or ID indices will be
retained for the final version because they have high ID indices for the samples
from Jordan or those from Malaysia.
(B) 5 questions (2, 32, 41, 51, and 56) (see Appendix A.2.2: 462, 464-66), which
have low ID indices for both samples from Jordan and Malaysia are considered to
be very easy and hence will be removed from the final version of the test.
(C) 5 questions (45, 47, 54, 55, and 57) (see Appendix A.2.2: 465-66), which have
lower ID indices for either or both samples from Jordan and Malaysia were found
to be very difficult. These questions will be removed from the final version of the
test.
From this revision, 50 questions will be retained for the final version: 45 for
Part One and 5 for Part Two (see a new revision of the test in Appendix A.2.3: 475-
479).
4.11.2.3.6 Distractor efficiency (DE) analysis
In this section, I will examine the nonfunctioning and malfunctioning
distractors of every option in Part A of the Grammar Test in order to revise the test
for the future version. The discussion however will not take into account questions
which I have decided to remove from the final version of the test. Table 4-21
summarises the percentage of options made by the samples:
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Table 4-21: Distractor efficiency statistics for the Grammar Test (Malaysia)
Item Options
a b c d
1 1 37 25 34*
2 0 4 85* 10
3 24 66* 0 10
4 59* 21 2 15
5 17 13* 23 46
6 62 2 17 18*
7 2 12 72* 12
8 17 17 9 55*
9 32 34* 5 26
10 35* 57 6 1
11 40 49* 5 5
12 38 4 49* 5
13 2 18 72* 7
14 27* 7 28 38
15 29* 50 8 11
16 24 3 13 59*
17 19 58* 12 11
18 15 11 5 69*
19 10 33 13* 43
20 54 24* 8 13
21 14 17 49* 18
22 63 2 5 27*
23 24 70* 2 4
24 39 9 7 44*
25 15* 19 48 18
26 68* 11 4 15
27 24 29 18* 29
28 50* 22 17 6
29 34 14 24 26*
30 18 20* 6 56
31 8* 40 32 18
32 6 2 7 83*
33 8 11 21* 59
34 7 35* 40 15
35 17 20 40* 21
36 30 24* 10 31
37 31 3 3 58*
38 5 43 39* 7
39 43* 13 7 32
40 36 14* 30 14
41 5 9 75* 6
42 24 48* 9 11
43 39 15 15* 21
44 20 29 37 6*
45 9* 30 45 6
46 55 15* 12 6
47 11* 33 42 2
48 42 10 1 33*
49 15 15* 7 51
50 23 2 38 24*
*correct answer
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From Table 4-21, we observe the following: firstly, the above data show those
options selected by the majority of samples, even though they were in fact not correct
answers (more than 45% of the samples chose wrong options). In addition to
questions 14, 40, and 47 which have been analysed on samples from Jordan, other
questions that led the majority of candidates to select wrong answers are 5, 6, 10, 15,
20, 22, 25, 30, 33, and 49 (see Appendix A.2.2: 462, 463-64, 466). As stated earlier,
these options need to be examined to find out the element that may divert the samples
from choosing the correct options. Close investigation reveals that the majority of
candidates chose wrong options for different reasons. With regard to Questions 5 and
6, for example, the majority of samples chose wrong options, d and a respectively,
because of carelessness. They did not read the sentence carefully, therefore they
ignored the singulars which were the correct answers and opted for the plurals as their
answers. A close look at Question 10 suggests that the samples were confused by the
noun of kana and therefore the majority chose b as their answer. For Questions 15
and 33, ignorance of the structure of the future tense for weak verbs was probably the
reason why the majority of samples chose options b and d respectively. With
reference to Question 20, the majority of the samples assumed that the word la in the
question was la al-nahiya (prohibition) and not la al-nafiya (denial). Therefore the
majority chose option a. Questions 22 and 25 are other examples of carelessness on
the part of the samples. As for Question 22, they knew that the appropriate ism al-
mawsul for the noun of the question was muthanna (the dual). Therefore, more than
94% avoided options b and c. However, the majority chose option a, marfu
(nominative) being unaware that the correct option should be d, majrur (genitive).
The same happens to Question 25: they agreed that the noun of asbaha for this
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question should be marfu (nominative) and therefore the majority avoided options b
and d which are in the accusative and genitive conditions. However, they forgot that
the noun should be in the plural form and not singular as they thought. As for
Questions 30 and 49, not much can be said about the samples' choices except that the
options may have been selected because the samples did not know how to say the
word 'asa in muthanna form (for Question 33) and they did not know the root of the
word istabara (for Question 49). For the above reasons, I intend to retain these
options in the future version of the test. With reference to Question 14, however, the
majority chose option d as did samples from Jordan. Therefore, as suggested earlier
in the discussion of samples from Jordan, the word tajawaza in option d should be
replaced by another word to avoid confusion.
Secondly, Table 4-21 also reveals those options which attracted a very low
percentage of candidates. Some options did not attract the samples at all (0.0%)
while others had a very low percentage ranging from .8 to 10.0%. As stressed earlier
in the discussion on samples from Jordan, some options cannot be easily replaced by
new ones. After close investigation and scrutiny of these options, I find that options
which had low percentages can be classified into two types: options that are difficult
to be replaced and options that need to be replaced by new options. Options of the
former type are: 6 (b); 10 (c, d); 13 (a, d); 18 (c); 20 (c); 22 (b, c); 23 (c, d); 24 (b, c);
28 (d); 30 (c); 34 (a); 36 (c); 37 (b, c); 38 (a, d); 39 (c); 42 (c); 46 (d); 49 (c); and 50
(b) (see Appendix A.2.2: 462-66). Options of the latter type are as shown in Table 4-
22 below:
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It should be noted here that the modification of these options has taken into
consideration the findings of samples from Jordan. With regard to Question 25 (see
Appendix A. 2.2: 464), even though option b obtained more than 10% for samples
from Malaysia, I decided to replace it with a new word, cilia. Furthermore, this
option obtained a very low percentage of samples from Jordan (3.9%).
(iii) The Dictation Test
4.11.2.4 Descriptive analysis of the Dictation Test (N=123)
As stressed earlier in Chapter Three (see 3.3.2.3.4), objective marking was
used for the Dictation Test because the candidates are required to produce a response
that can be marked as either 'correct' or 'incorrect'. From the text, I have selected 27
words and aspects of punctuation that will be given a mark if candidates write them
correctly (see Chapter Three: 3.4.2.4.4 for the details of the words and punctuation
marks which have been selected for this purpose). To start the discussion of this test,
I will display the descriptive statistics resulting solely from the data samples I have
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collected in the pilot test.












From Table 4-23, we note the statistical data for samples from Malaysia
(N=123) for the Dictation Test which includes central tendency and dispersion. The
total mark for the test was 27. With regard to central tendency, the mean, 9.11
(33.7%), the median, 9, and the mode, 9 (both 33%) indicate that the samples found
the test difficult. Therefore we can predict that more samples will be situated toward
the bottom end of the distribution than the top. From the maximum and minimum
marks in Table 4-23, we can calculate the midpoint for the test as 10.5.
With reference to the dispersion, we can see from the data in Table 4-23 how
the scores for the Dictation Test were spread out from the central tendency. With the
first measure, the standard deviation (SD), we can calculate the number of SDs that fit
the distribution before deciding whether or not the distribution of marks was normal
or skewed. 68% of the test population within 1 SD would be 5 .13 and 13 .09; 95% of
the population within 2 SDs would be 1.15 and 17.07; and 99.7% of the population
within 3 SDs would be -.2.83 and 21.05. With the minimum score of 0 and the
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maximum of 21, the calculation indicates that only 2 SDs can be fitted on the negative
side while 3 SDs can be fitted on the maximum side (less .05). With these
calculations, we could therefore confirm from the prediction above that many
candidates scored lower marks than higher marks. This distribution, as discussed
earlier with regard to the Reading and Grammar Tests, is skewed towards the top of
the distribution and is termed positively skewed. To give a clearer picture of the
distribution of marks among the samples (N=123), I display in Figure 4-5 below the
histogram of the Dictation Test.
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Figure 4-5: Histogram of the Dictation Test (Malaysia)
0.0 2.5 5.0 7.5 10.0 12.5 15.0 17.5 20.0
TOTALDIC
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The histogram in Figure 4-5 indicates that the distribution is positively
skewed. This certifies what was suggested earlier, i.e. more candidates were situated
at the left side (negative) of the distribution than at the right side (positive). The end
of the normal curve line, as shown in Figure 4-5 above, disappears off the histogram
not exactly at 0 at the negative side but higher up. At the positive side, the line
disappears off exactly at the end at the positive side. This reflects the calculation
above concerning the 3 SDs on both sides, that is -2.83 and 21.05.
The second statistical measure for dispersion is the variance: the mean of the
squared deviation. From Table 4-23, we note that the Dictation Test variance for this
population is 15.82. This figure indicates that the marks of the population for the
Dictation Test were not spread extensively and adequately. The last statistical
measure is the range, i.e. the number of points between the highest and the lowest
score. Since the minimum score was 0 and the maximum was 21, the calculation for
the range therefore is 21.
4.11.2.5 Item analysis of the Dictation Test (Malaysia)
To analyse the Dictation Test statistically, 1 will employ two tools only: the
item facility (IF) and the item discrimination (ID) analyses. The distractor efficiency
analysis is not suitable here. The discussion starts with the first tool: the IF analysis.
4.11.2.5.1 Item facility (IF) analysis for the Dictation Test
Every item in the Dictation Test (£=27) was computed on the samples
(N=123). Table 4-24 shows the IF for the Dictation Test:
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Table 4-24: Item facility statistics for the Dictation Test (Malaysia)





























From the data in Table 4-24, we observe that there is no question that had an
IF index of above .90, which indicates that the question can be considered too easy.
We also note that 12 questions fell below .27 (see Appendix A.2.2: 468). In other
words, these questions were considered difficult for this population. These questions
are related to particular aspects of the language systems as described below:
Question 8 refers to the use of idafa\
Questions 9, 11, and 19 refer to the combination of two and three words but
pronounced as one word;
Questions 12 and 15 refer to the use of alif lam al-shamsiyya and alif lam al-
qamariyya respectively;
Questions 13 and 17 refer to the use of harfdhal and harfza' respectively;
Question 16 refers to the use of punctuation comma;
Questions 18 and 26 refer to the use of long vowels; and
Question 23 refers to the use of hamzat al-wasl.
From the above explanation, we could say that the samples made mistakes in
various aspects of the language system when they transcribed the text. To make the
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analysis easier, I divide these questions that had low IF indices into two groups:
questions that have IF indices of .10 and below and questions that have IF indices
above .10. Questions that belong to the former group are 11, 15, 17, and 26; and
questions that belong to the second group are other than those four. The discussion,
however, focuses on the questions in the first group. As for the questions in the
second group, the decision whether or not to analyse them and then whether to
discard or retain them for the final version, can be made only after an item
discrimination analysis has been conducted.
Question 11 tested the ability of the samples to differentiate between two
words which were pronounced as one word. From marking, I found that the majority
of the candidates were able to separate these two words. However, they were unable
to write the correct word: most of them wrote the word man (anyone) instead of
man" (prohibiting). I have a feeling that this question did not achieve what it was
supposed to test. Unless the ID for this question is very high, I intend to discard this
question. With regard to Question 15, I noticed, during the marking too, that the
majority of samples did not write the second lam when dictating the word li al-
khutura\ most of them wrote it li khutura instead. In addition to the above mistake, a
small number of them also made a mistake when dictating harf ta', while some other
samples missed the word completely. I therefore intend to retain this question for the
final version of the test. With reference to Question 17, it was found, from listening
to the tape, that the tester did not pronounce the item clearly. As a result, the
majority of the samples were not able to dictate it properly. Therefore, I decided to
omit this question from the final version of the test. However, if the ID index of this
question is found to be high, the decision may be reversed. For Question 26,
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observation during marking shows that the majority of the samples ignored the two
letters, waw and alif, at the end of the word daminu. This is a serious mistake
showing the ignorance or carelessness of the samples towards Arabic grammar
because there is no past tense in Arabic ending with damma unless the word is
attached to waw and alif. I have therefore decided to retain this question for the final
version.
4.11.2.5.2 Item discrimination (ID) analysis
The same procedure was used to obtain the ID index for the Dictation Test.
Firstly, the frequency of every question in the Dictation Test (k=27) was used to
identify two groups of samples, upper and lower. However, the percentage of both
groups was slightly lower than the percentage of both groups from the Reading and
Grammar Tests using the same samples: 26% (N=32). Secondly, the upper group
included samples with a total mark ranging from 11 to 21. Only 2 samples (out of 8)
from those who obtained 11 marks were included to make the number of samples up
to 32. 26% of samples in the lower group had a total mark ranging between 0 and 6.
One sample of those who obtained 6 marks was left out to bring the number of total
samples down to 32. Finally, the ID indices were calculated manually for each
question as summarised in Table 4-25.
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Table 4-25: Item discrimination index for the Dictation Test (Malaysia)
| Item IF (upper) IF (lower) ID
1 .59 .22 .37
2 .75 .41 .34
3 .94 .34 .60
4 .53 .09 .44
5 .91 .38 .53
6 .75 .09 .66
7 .78 .22 .56
8 .34 .09 .25
9 .25 .00 .25
10 .75 .22 .53
11 .22 .03 .19
12 .44 .06 .38
13 .19 .06 .13
14 .81 .28 .53
15 .28 .00 .28
16 .41 .03 .38
17 .03 .00 .03
18 .31 .06 .25
19 .38 .06 .32
20 .44 .25 .19
21 .88 .38 .50
22 .69 .28 .41
23 .31 .06 .25
24 .56 .16 .40
25 .75 .38 .37
26 .13 .00 .13
27 .53 .09 .44
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From the data in Table 4-25 above, five questions, 11, 13, 17, 20, and 26 (see
Appendix A.2.2: 468) have ID indices of .19 and below. All except one question (20)
are among those that had low IF indices. It has already been suggested that Questions
11 and 17 should be removed from the final version of the test. This leaves three
questions: 13, 20, and 26. Question 13 relates to the use of harfdhal. Since this is
the only question that tests candidates on the use of harfdhal, I intend to retain it for
the final test. As for Question 20, I decided to retain this question because its IF
index is relatively high: .33. Question 26 has already been discussed above in
connection with IF analysis. This question led the majority of samples to transcribe
the word daminu wrongly. Therefore I will retain this question for the final version of
the test. In addition to the above explanation regarding these questions, the academic
level of the samples must also be considered. It does not necessarily follow that,
because these samples obtained low marks for particular items, the candidates in the
real test will obtain the same result. 1 believe that the candidates in the real test, based
on their academic ability, can perform better not only with the overall questions but
also with questions that have low IF and ID indices. (See a new version of the
dictation's answer sheet in Appendix A.2.5: 505)
4.12 The time factor for the tests
As stated earlier in the pilot test administration ( see 4.4), students were asked
to write down on their answer sheet the time at which they finished. In this section, I
will discuss the feedback from samples regarding the time limit for every test including
every section of the test itself. The discussion begins with samples from Jordan,
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followed by samples from Malaysia.
4.12.1 Feedback from samples from Jordan
4.12.1.1 The Reading Test
The analysis of the feedback of samples from Jordan include the following: 23
Arab samples from the Faculty of SharVah, 21 Arab samples from the Faculty of Arts,
an 33 samples from Malaysian students in Jordan. With reference to Part One (see
Appendix A.2.2: 456-57), we note that only two samples finished their test after the
time was up: the first was in the 11th minute and the second in the 12th minute. The
rest finished before or exactly on time, i.e. within 10 minutes. Unfortunately, a large
number of samples did not disclose the time they finished. I should note here that this
happened due to my carelessness: I did not inform the Dean of the Language Centre
at the University of Jordan to instruct samples from the Faculty of Arts to indicate the
time at which they finished. As a result, none of these samples indicated in their
answer papers the time at which they finished. Flowever, 1 presume that the instructor
had instructed the candidates for the test to stick to the time limit in the test papers.
Taking this into account, 1 therefore include these samples under those who finished
their test before or just when the time was up. In addition to these samples (N=21), a
small number of samples from the other two groups did not also indicate the time they
finished. With reference to Part Two (see Appendix A.2.2: 457-59), nine samples
finished their Part Two after the time allocated for that part (20 minutes) was up. As
for Part Three (see Appendix A.2.2: 459-60), only three samples admitted that they
finished after the time was up. Oddly, a large number of samples, excluding the
samples from the Faculty of Arts, did not indicate the time they finished. I noticed
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that the majority of these samples obtained low marks for this part (cloze test). It is
difficult to estimate the time that those samples completed their work. However, it is
highly likely that these samples finished before the time was up. They may have felt
bored when they were unable to answer the questions, but at the same time may have
felt too guilty to indicate the time because they did not in fact finish their test. As a
way out of this dilemma, they probably decided not to write the time.
4.12.1.2 The Grammar Test
The analysis of the feedback of samples from Jordan consists of the following:
31 Arab samples from the Faculty of Arts at the University of Jordan and 46 samples
from Malaysian students in Jordan. As with the Reading Test, the samples from the
Faculty of Arts (N=31) did not indicate the time they finished for the same reason
mentioned earlier. Therefore 40.3% of the samples had no finishing time noted. With
reference to the rest of the samples, we note that none of these samples finished after
the time was up. In other words, the 30 minutes that was allocated for Part One in
the Grammar Test was adequate (see Appendix A.2.2: 461-66). More importantly,
fourteen of the samples from Malaysia were able to finish Part One in under 25
minutes. With regard to Part Two (see Appendix A.2.2: 466), all samples finished the
test before or when the time was up. It is interesting to note that about 40% of the
samples, excluding those samples from the Faculty of Arts, finished their work in Part
Two in between 7 and 8 minutes only. To conclude, we may say that, based on the
above findings, the time allocated for every part of the test is adequate.
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4.12.1.3 The Essay Test
With reference to the Essay Test (see Appendix A.2.2: 467), I was informed
by the Malaysian students' representative at the University of Jordan that the time
allocated for the samples (N=23) was as indicated in the question paper, i.e. 30
minutes. From the essays written by the samples, the markers were satisfied that most
of them included all the points required in the given topic. What can be inferred from
these two statements is that the candidates were able to write the essays within the
time limit.
4.12.2 Feedback of samples from Malaysia (N=123)
4.12.2.1 The Reading Test
We can summarise feedback of the samples from Malaysia as follows:
(1) We observe that only 25% (32) finished Part One when the time was up.
The rest finished after 10 minutes. If we look closely, we note that the
large number of samples finished Part One between the 11th and the 12th
minute. They represent nearly 56% (68) of the total samples of 123. A
very small number of samples finished the test in the 13th and 14th minute.
They represent less than 20% of the total samples of this group.
(2) With reference to Part Two, about 56% (71) finished this part after 20
minutes and 42.3% (52) finished this part before or when the time was up.
A large number of samples, 43.1%, finished this part in the 21st and 22nd
minute.
(3) As for Part Three, 46.3% (57) finished this part before or when the time
was up and about the same percentage, i.e. 46.9%, finished this part
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between the 21st and 24th minute. A small number of samples did not
disclose the time they finished this part.
1 conclude from the above summary that relatively the time allocated for every
part of the test is sufficient. Even though a large number of samples in some part,
especially Part One, finished their test after the time was up, they finished it between
one to two minutes only from the allocated time. Having considered the academic
level of these samples, when compared to the academic level of the candidates in the
real test, this small difference could be tolerated.
4.12.2.2 The Grammar Test
With regard to Part One, it is noted that about 19% (24) only finished this part
after the time was up, i.e. 30 minutes. This indicates that the majority of the samples
were able to finish the test before or exactly as the time allocated for this part. With
regard to Part Two, the majority of the samples (68%) were able to finish this part
between the 7th and 8th minute and none of them finished this part after the time was
up. I recalled the suggestion by the postgraduate students earlier regarding this
matter (see 4.6.1.2). They commented: "...there is no need to extend the time limit
for this part [Part Two] as the matter relates to the content of the test and not to the
time itself'. We therefore may conclude here that, based on this finding together with
the finding from samples from Jordan, the time allocated for every part of the test is
adequate.
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4.13 Summary of Chapter Four
This chapter has attempted to analyse the internal validity of the test items for
the draft test. Three groups of samples, representing different levels of educational
background, and various levels of scholastic and Arabic proficiency, participated in
the analysis. They answered the questions and commented on the content and the
format of the draft tests. Two major types of validity were investigated: face and
content. In order to obtain these two types of validity, two major statistical tools
were employed: descriptive statistics and item analyses. With the descriptive statistics
analysis, the outcome of the analysis showed a very clear picture of the performance
of the samples in the test: whether samples' marks centre around a particular category
eg. normal, negatively or positively skewed, or whether the samples' marks are spread
out from the centre. In other words, this analysis gave a picture of the distribution of
marks among the samples, which helped the researcher to determine the degree of
difficulty of the test. The descriptive analysis, discussed above, consisted of central
tendency which includes the mean, mode, median, and midpoint, and dispersion which
involves the standard deviation, variance and range. As for item analysis, three main
instruments were used: item facility (IF), item discrimination (ID), and distractor
efficiency (DE) analyses. Having the data from item facility analysis, we can clearly
observe questions with a high or moderate or low level of difficulty. The data from IF
analysis on the test questions was used as a preliminary finding before any decision
could be made as to whether or not questions whose IF indices were too high or too
low could be discarded. The reason was simple: questions with low IF index may
discriminate well between the candidates at different levels or questions with high IF
index may not discriminate well between the candidates. The process of item analysis
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continued with the investigation of the data from the item discrimination index. In
this analysis, we distinguished between questions with a high discrimination power
and questions with a low discrimination power. Lastly, the task of item analysis was
brought to its conclusion with the distractor efficiency analysis. Since the data for the
IF, ID and DE analyses were obtained from different types of samples, this analysis
was quite challenging. For example, questions with a high IF index for samples from
Jordan may not necessarily have had the same degree of IF index as samples from
Malaysia. Also, some questions with low IF and ID indices need to be retained
because they are closely related to the syllabus. Some options with low percentages
in the DE analysis cannot be replaced by other options because there is no suitable
option available. Therefore, the decision as to whether or not to discard, to modify,
or to retain questions was made after considering various factors: the comparison
between the degree of the IF, ID, and DE indices of questions; the academic level of
samples who took part in the pilot study (secondary school or university); the
language proficiency of the samples (native or non-native speakers); and also the
relationship between the test questions and the syllabus. Having considered these
factors, a question may be retained for the final version if it is closely related to the
syllabus even though the IF or ID indices for this question were found to be low. As
a result of this analysis, modifications have been made to three sub-tests, namely the
Reading, Grammar, and Dictation Tests, described in detail earlier. It is therefore
anticipated that this modification will ensure the effectiveness and the usefulness of
the test questions in the final test, which will be discussed in the next chapter. It is
hoped that the overall findings of internal analysis in this chapter will contribute
significantly, in terms of concurrent, predictive and construct validity, to the external
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analysis which will be discussed in the next chapter too.
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5. CHAPTER FIVE: TEST ADMINISTRATION, RELIABILITY,
CORRELATION AND EXTERNAL ANALYSIS OF THE
PLACEMENT TEST
5.1 Introduction
In Chapter Four, I discussed extensively the internal validity of the contents of
tests, i.e. face and content validity. In this chapter, the focus of the discussion will be
on the external validity which includes concurrent and predictive validity. However,
the internal validity which was discussed in Chapter Four will be briefly treated in this
chapter since some modifications have been made to the questions of the tests.
Moreover, the items in the final version are considered the real task of the research.
Therefore the effectiveness or ineffectiveness of questions which have been selected
for use in the final version, based on the findings of the pilot study, will only be
corroborated if an internal validation analysis has been conducted. Before
investigating the external validity of the test, I will discuss the reliability of the test, in
order to examine whether or not the test is consistent. Then, the correlational
analysis, the last statistical tool, will be conducted. This type of statistical analysis is
not less important in language testing. Brown (1996: 151) views correlational
analysis as an important tool to help teachers or test makers to determine "...the
degree of relationship between two sets of numbers and whether that relationship is
significant (in a statistical sense), as well as meaningful (in a logical sense)". To start
with, the section below describes the administration of the final version of the test
which took place at the Academy of Islamic Study (AIS) at the University of Malaya,
preceded by the investigation of the content validity of the final version of the test by
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the Arabic language instructors.
5.2 The administration of the final test
In this section, I will describe the administration of the final version of the test.
The proper administration of the test is crucially important because "...the very
concept of a standardised test implies rigid control over the conditions of
administration" (Clemans, 1979:190). Clemans adds that although "...norms are an
important part of the standardisation data, . . .they will be meaningful only if derived
from the administration of the test under the established conditions" (p. 190). The
discussion of the administration of the final version of the test, which involved running
the test and marking procedures, is preceded by the investigation of content validity.
5.2.1 Examining the content validity of the test
Immediately after having altered some questions of the test, as suggested in
Chapter Four, and before administering the final version to new students at the AIS,
I took the test questions to a group of Arabic teachers at the university to investigate
further the content validity, i.e. the representativeness or sampling adequacy of the
test. In this regard, Weir (1988) in Kattan (1990:159) is of the view that "...content
validity is problematic, given the difficulty in characterising language with sufficient
precision to ensure the representativeness of the sample of tasks included in a test".
As a way out, Weir (op. cit.) in Kattan (op. cit: 160), "... suggests a close scrutiny of
the specification for a proficiency test by experts in the field and the relating of the
specifications to the test as it appears in the final form". Alderson et al. (1996: 173)
are also of the view that "...content validation involves gathering the judgement of
251
'experts': people whose judgement one is to trust, even if it disagrees with one's
own". Alderson et al (op. cit.) elaborate further claiming that typically, content
validation involves experts' judgement in some systematic way. "A common way is
for them to analyse the content of a test and to compare it with a statement of what
the content ought to be" (p. 173). Alderson et al. suggest that this statement may be
the test's specification, a formal teaching syllabus, or a domain specification.
Alderson et al. end their suggestion by stating that better procedures for content
validation would involve the creation of some data collection instrument.
Thus, I developed a questionnaire (see Appendix A.3.1: 525-530) using a
four-point scale to assess the outlook of the test instructions (face validity), the texts
used in the test, and the question format to four sub-tests, i.e. Reading, Grammar,
Essay and Dictation. Since the format of every sub-test differs, the details of the
contents of the questionnaire will be described under every section below. In
addition to the assessment using the four-point scale, the respondents were also
encouraged to write down their comments in the blank space (about half a page)
provided at the end of the questionnaire form, especially if they chose scale 4 for the
criteria assessed. The four-point scales that were used in the questionnaire were as
follows:
1 = very suitable/very related/very clear/very understandable
2 = suitable/related/clear/understandable
3 = less suitable/less related/less clear/less understandable
4 = not suitable/not related/not clear/not understandable at all
The questionnaires were then distributed to two groups of Arabic language
instructors in the Faculty of Language and Linguistics at the University of Malaya.
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They were lecturers and teachers who are teaching Arabic at the AJS: the former
group consisted of 8 lecturers and the latter consisted of 9 teachers. From these 17,
11 gave their feedback to the questionnaires, namely, 7 lecturers and 4 teachers,
representing 65% of the total number of 17. The feedback was then installed in the
computer using the SPSS programme. It was hoped that after obtaining the
feedback from these experts, the test validity can be improved. The discussion below
starts first with the instruments used for data collection and is followed by the
results. The feedback on the Reading Test which includes the texts and the questions
is presented and discussed first, followed by the Grammar Test, and then the Essay
Test. Finally, the feedback on the Dictation Test is discussed.
5.2.1.1 Feedback on the Reading Test
The content of the questionnaire for the Reading Test can be divided into
three categories (see Appendix A.3.1: 525-27):
(a) Part A refers to the first page of the question booklet. The purpose of
this part was to obtain the feedback from the 'experts' as to whether or
not the instructions were clear and understood by the candidates.
(b) Part B refers specifically to the texts in the Reading Test. The teachers
were asked to assess every text from Part One to Part Three separately.
The criteria used to assess the texts were as follows:
(i) the use of vocabulary;
(ii) the use of structures;
(iii) the suitability of the text to the students' ability;
(iv) the difficulty of the content of the text;
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(v) the length of the text; and
(vi) cultural bias.
(c) Part C refers specifically to the questions in the test booklet. The teachers
were asked to assess the questions from Part One to Part Three separately.
The criteria used to assess the questions in these three parts were the
following:
(i) the clarity of the instructions for every part of the test;
(ii) the clarity of the questions;
(iii) the relationship between the questions and the related texts;
(iv) the level of the questions, i.e. difficult or easy;
(v) the format of the questions;
(vi) the degree of familiarity, i.e. are the students usually exposed to
such types of questions; and
(vii) the adequacy of time allocation
Below is the summary of the findings of the feedback from Arabic teachers at
the AIS for the Reading Test:
With reference to Part A, the instruction, five teachers chose scales 1 and
another five chose scale 2 from the four-point scales. Only one teacher chose scale
3. The mean for this variable was 1.64 (on a four-point scale). This indicates clearly
that the majority of teachers thought that the instructions for the Reading Test were
suitable, clear and understandable.
With regard to Part B, the texts used in the test, the details of the feedback by
the teachers can be summarised as follows (all the means calculated below are on the
four-point scale):
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(i) With reference to the first criterion, the use of vocabulary, the means
recorded are 1.55 for texts one, two, three and four in Part One (multiple
choices (MC) ); 1.73 for text one, 1.55 for texts two and three, 2.00 for
texts four and five in Part Two (true-false (TF) ); and 1.73 for the text in
Part Three (cloze test (CT)). This apparently shows that the majority of
teachers were of the view that the vocabulary in the texts were not
difficult, i.e. it was at an acceptable level.
(ii) With the second criterion, the use of the structures, the means recorded
are 1.55 for texts one, three and four and 1.45 for text two in Part One
(MC); 1.55 for text one, 1.64 for texts two and three, 1.82 for text four
and 2.18 for text five in Part Two (TF); and lastly 1.73 for the text in Part
Three (CT). What could be inferred from these means is that only in one
text (text five) in Part Two did the teachers think that the structure of the
text was relatively not very easy even though it was not extremely
difficult.
(iii) For the third criterion, the suitability of the text for the students' ability,
the means recorded are 1.82 for texts one, three and four, 1.55 for text
two in Part One (MC); 1.91 for text one, 1.64 for text two, 1.73 for text
three, and 2.09 for texts four and five in Part Two (TF); and 1.91 for the
text in Part Three (CT). What could be inferred from these means is that
the majority of the teachers were of the opinion that all except texts four
and five in Part Two are suitable for the candidates' ability.
(iv) For the fourth criterion, the content of the texts, the means recorded are
1.55, 1.45, and 1.64 for texts in Part One (MC); 1.55, 1.64, 1.73, 1.91,
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and 2.00 for five texts in Part Two (TF); and 1.82 for the text in Part
Three (CT). This again indicated that the majority of teachers were of the
opinion that the content of the texts in the Reading Test are at the
students' level. However, as in (iii) above, some respondents, 3 to 4,
viewed that the content of texts four and five in Part Two are not very
suitable for the students' level of ability.
(v) In the fifth criterion, the length of the texts, the means recorded are 1.55
for texts one and two and 1.64 for texts three and four in Part One (MC);
1.64 for text one, 1.73 for text two, 2.09 for text three, 2.18 for text four
and 1.91 for text five: all were in Part Two (TF); and 2.55 for the text in
Part Three (CT). The description of the means in this criterion is generally
similar to what has been described above. However the mean for text five,
the cloze, indicates that some respondents thought that the text, to some
extent, is overly long.
(vi) For the last criterion, the cultural bias, the means recorded are 1.73 for
text one, 1.64 for text two, and 1.55 for texts three and four in Part One
(MC); 1.36 for texts one and text three, 1.45 for texts two and four and
1.73 for text five in Part Two (TF); and 1.55 for the text in Part Three
(CT). From these means, we can conclude that the majority of teachers
were convinced that because some of the texts are part of the students'
Islamic culture while the others are shared by the common culture, the
content of the texts did not have cultural bias. However, a small number
of teachers argued, in their written comment, that the cultural bias
statement itself was quite ambiguous. Therefore two of them left this
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statement unanswered.
With regard to Part C, the questions employed in the test, the details of the
feedback by the teachers are summarised as follows (the means calculated below are
also on the four-point scale):
(i) The means recorded for the first criterion, the clarity of the instructions for
every part of the test, is 1.45 for Part One (MC), 1.55 for Part Two (TF),
and 1.27 for Part Three (CT).
(ii) The means recorded for the second criterion, the clarity of the questions,
are 1.36 for Part A (MC), 1.64 for Part Two (TF), and 1.55 for Part Three
(CT).
(iii) The means recorded for the third criterion, the relationship between the
questions and the related texts, are 1.45 for Part One, 1.55 for Part Two
and 1.73 for Part Three. It needs to be noted here that the respondents
assessed the relationship between the questions and the text in Part Three
by looking at the answers and the deletion rate (in this case, every sixth
word).
(iv) For the fourth criterion, the level of the questions, the means recorded
are 1.64 for Part One and 1.82 for both Parts Two and Three.
(v) For the fifth criterion, the format of the questions, the means recorded are
1.64 for both Parts One and Two and 1.82 for Part Three.
(vi) The means recorded for the sixth criterion, the familiarity of the students
with the questions, are 2.00 for Part One, 1.82 for Part Two, and 1.91 for
Part Three. It is unusual to find here that the mean for Part One is bigger
than both Part Two and Three while, as far as I can ascertain, the students
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are more familiar with such questions in the first part than with the
questions in the last two. One respondent chose scale 4 for Part Three,
i.e. the cloze test, which indicated that the students are not familiar at all
with this type of test.
(vii) For the last criterion, the adequacy of allocation time for every part of
the test, the means that were recorded are 2.55 for Part One, 2.73 for Part
Two, and 2.36 for Part Three. It is obvious from these means that some
respondents thought that the allocated time for every part of the test was
not enough. For example, two respondents circled scale 4 suggesting that
10 minutes which had been allocated for Part One was not enough to an
extreme grade and four respondents ticked scale 3 for the same part
suggesting that the time, more or less, was not enough. With regard to
Part Two, one respondent chose scale 4, six chose scale 3, and four chose
scale 2. In Part Three, one chose scale 4, three chose scale 3, six chose
scale 2 and another one chose scale 1. This indicates clearly that some
teachers believed that the time allocated for the test, especially for Part
Two, was not enough.
It is clear from the means above that, except for the time limit, the
respondents' feedback was very positive. With reference to the time limit, the
exercise confirmed that the purpose of the test was to be 'speedy'. In other words,
the students should beat the time if they want to answer all the questions. Therefore,
1 intended to retain the time limit unchanged.
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5.2.1.2 Feedback on the Grammar Test
The content of the questionnaire for the Grammar Test can be divided into
two categories (see Appendix A.3.1: 528-29):
(a) Part A refers to the first page of the question booklet. The purpose of
this part, is, as in the Reading Test, to obtain feedback from the 'experts'
as to whether the instructions are clear and understood by the candidates;
(b) Part B refers specifically to the questions in the test. The teachers were
asked to assess the questions from Part One to Part Two separately. The
criteria used to assess the questions in these three parts were, with slight
differences, similar to what was discussed earlier in connection with the
Reading Test. Below are the criteria used to assess the questions in the
Reading Test:
(i) the instructions for every part of the questions
(ii) the clarity of the questions
(iii) the relevance of the questions in relation to the syllabus
(iv) the level of the questions
(v) the format of the questions
(vi) the degree of familiarity, i.e. are the students familiar with the
questions in their course of study
(vii) the adequacy of time allocation
(viii) the selection of sentences in the questions
Below is the summary of the findings of the feedback from the respondents
who were asked to evaluate the Grammar Test:
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With reference to Part A, the instructions, five teachers chose scale 1, three
chose scale 2, two chose scale 3 and one did not disclose his or her choice. The
mean for this variable is 1.55 (on a four-point scale). This indicates clearly that the
majority of respondents thought that the instructions for the Grammar Test were, as
with the Reading Test, suitable, clear and understandable.
With reference to Part One (questions 1 to 45) and Part Two (questions 46 to
50) of the questionnaire, I summarise the means of every criterion in Table 1 below:
Table 5-1: Means of the Grammar Test
Criteria Part 1 (Ql-45) Part 2(Q46-50)
the instructions for every part 1.55 2.09
the clarity of the questions 1.45 1.73
the correspondence of the questions
to the syllabus 1.45 1.55
the level of the questions 1.55 1.73
the format of the questions 1.45 1.91
degree of familiarity 1.64 1.91
the length of the allocated time 1.73 2.27
the selection of sentences in
the questions 1.64 1.82
From Table 5-1, we conclude that the majority of respondents chose scales 1
or 2 for the criteria stated in the questionnaire form. Some respondents gave their
opinion by choosing scale 3, i.e. less suitable, less clear, less familiar etc. However,
they did not represent the majority of the respondents involved in this survey. For
example, in the first criterion, the instructions, three respondents chose scale 3, six
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chose scale 2 and two chose scale 1. Therefore, the mean for this criteria increased
to 2.09. Another criterion that has a mean of above 2.00 is the seventh, the time
limit, for Part Two of the test. Four respondents chose scale 3 which represented
36.4% of the total respondents, six chose scale 2 and only one respondent chose
scale 1. This means that the majority of the respondents thought that the allocated
time for this part was "relatively enough". This brings us to the conclusion that no
alteration needs to be made to the body of the test either on the content, the structure
etc. or the format and the time limit since the feedback from the respondents was
very positive.
5.2.1.3 Feedback on the Essay Test
The content of the questionnaire for the Essay Test is similar to the content
of the questionnaire for the Grammar Test and can be divided into two categories:
Part A refers to the instructions at the front page of the test booklet and Part B
contains the criteria to be assessed by the respondents which can be summarised as
follows (see Appendix A.3.1: 529):
(i) the clarity of the question
(ii) the relevance of the question to the syllabus
(iii) the level of the question
(iv) the format of the question
(v) the degree of familiarity, i.e. are the candidates familiar with the format of
the question
(vi) the adequacy of time allocation
(vii) the relevance of the essay topic to the candidates' course
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(viii) the interest of the candidates towards the topic of the essay
(ix) the selection of important points in the question
With reference to Part A, the instructions at the front page of the test
booklet, all respondents chose scale 1 or 2 only, which indicates that the instructions
are clear or very clear and understandable or very understandable. The mean
recorded for this criterion is 1.55.
With regard to the criterion in Part B, the details of the outcome from the
respondents' feedback are the following:
(i) for the first criterion, the clarity of the question, the mean recorded is
1.82. Only one respondent chose scale 3: the rest chose scale 1 or 2;
(ii) for the second criteria, the mean that was recorded is 1.18: all
respondents chose scales 1 or 2 only;
(iii) for the third criterion, the level of the question, the mean recorded is
1.55. Even though one respondent chose scale 3, i.e. the level of the
question was less applicable to the candidates, the majority (6
respondents) chose scale 1;
(iv) for the fourth criterion, the mean recorded is also 1.55, similar to the
third criterion. The majority of the respondents thought that the format of
the test was not unfamiliar to the students;
(v) the mean recorded for the fifth criterion, how familiar the candidates are
with the format of the question, is the same as the third and the fourth:
1.55;
(vi) for the sixth criterion, the allocation of the time limit, the mean recorded
is 1.91. The majority of the respondents chose scale 1 and 2: four chose
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scale 1 and five chose scale 2. Surprisingly, one respondent chose scale 4
stating that the time allocated for the Essay Test was not enough at all.
There was no further explanation from this respondent on the reason
behind this selection in his or her questionnaire form; and
(vii) for the seventh, eighth, and ninth criteria, the means recorded are 1.55.
More interestingly, the respondents unanimously chose the same scales in
their questionnaire forms: six chose scale 1, four chose scale 2, and one
chose scale 3.
I therefore concluded, from the respondents' feedback on the Essay Test
paper, that the test has a very high face and content validity. The instructions on the
front page of the test booklet were clear, the content of the test met the requirement
of the syllabus, and the level of the test suited the students' ability. In addition, the
allocation of the time limit for the students to write the essay was adequate, the given
topic was authentic and would be interesting for the students, and, lastly, the
important points that were listed in the question paper helped students to write the
essay.
5.2.1.4 Feedback on the Dictation Test
The format of the questionnaire form for the Dictation Test was similar to the
forms described earlier. Part A refers to the verbal instruction on the tape. In Part
B, however, the assessment by the respondents was not totally based on the test
paper only. Instead, the respondents were asked to listen to the tape that contained
the text for the Dictation Test. Thus the respondents had to refer to two sources, the
tape and the test paper, before making their assessment. Nine criteria were used for
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the assessment of the Dictation Test: two of them were related to the tape and the
other seven were related to the text itself (see Appendix A.3.1: 530). Below are the
criteria:
(i) the clarity of the recorded voice on the tape
(ii) the relevance of the questions to the syllabus
(iii) the level of the questions
(iv) the format of the test
(v) the degree of familiarity: how familiar the candidates are with the format
of the test
(vi) the length of the pauses in the recorded text
(vii) the selection of text for the dictation
(viii) the length of the text for the dictation
(ix) the suitability of the text for the candidates' ability
With reference to Part A, the instructions, the respondents' feedback
indicated by the mean, 1.36, shows clearly that the respondents thought that the
verbal instructions on the tape were clear, accurate, and understandable. Five
respondents chose scale 1 and another five chose scale 2. However, one respondent
did not disclose his or her choice.
With reference to Part B, the criteria, the findings of the feedback by the
respondents are summarised as follows:
(i) for the first criterion, the clarity of the recorded voice on the tape, the
mean recorded is 1.09. Five respondents chose scale 1, two chose scale 2,
and one chose scale 3. Oddly, three respondents did not disclose their
choice.
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(ii) for the second criterion, the relationship between the test and the syllabus,
the mean recorded for this criterion is 1.36. This clearly indicates that the
vast majority of the respondents agreed that the content of the test was
related to the syllabus.
(iii) for the third criterion, the level of the question, the mean recorded is even
lower than the second criterion: 118. This is another indication that the
majority of the respondents thought that the level of the test was suitable
for the students.
(iv) for the fourth criterion, the format of the question, the mean is 1.73. The
majority chose scales 1 and 2: six chose scale 1 and 4 chose scale 2. This
clearly indicates that the respondents agreed with the format of the test;
i.e. it will not confuse the students.
(v) for the fifth criterion, the students' familiarity with the test, the mean
recorded is 1.45, lower than the third criterion. This is a clear indication
that the respondents believed the students are very familiar with this kind
of test. More interestingly, seven respondents chose scale 1.
(vi) for the sixth criterion, the length of pauses in the dictation text, the
majority of the respondents found that the period used for the pauses was
accurate and enough. Five chose scale 1 and four chose scale 2. Only two
respondents chose scale 3. The mean recorded is 1.73.
(vii) for the seventh criterion, the selection of sentences, the mean drops
below scale 2: 1.45. This indicates that the respondents believed the
sentences used for the test fulfill this purpose.
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(viii) for the eighth criterion, the length of the text in the test, the mean
recorded is 1.73. Only two respondents chose scale 3; the rest chose scale
1 and 2.
(ix) for the last criteria, the suitability of the test, the mean is 1.36. It is very
interesting to note that no respondent chose anything other than scales 1
and 2: seven chose scale 1 and four chose scale 2.
Summary
This part has attempted to investigate the content validity of all sub-tests
from the Arabic teachers' perspective using the questionnaire forms format. The
finding from their feedback regarding the instructions, the texts, and the content of
the test is that there was a consensus view among these teachers towards the tests.
In their view, the tests have a high content validity. Their opinion on the
instructions, whether they were located on the front page of the booklet or in every
section of the test itself, indicated that the instructions were clear and
understandable: the means for all instructions fell at less than the 2.00 scale. Their
opinions on different criteria for the texts or the test questions were very consistent:
none of those criteria had a mean above the scale 3.00. More importantly, the
majority of the means lay between 1.55 and 2.00 only. The teachers' judgement of
the texts and questions can be summarised thus as of the right difficulty, highly
related to the students' background, at a reasonable length in terms of time
allocation, do have a good format, and do not have cultural bias. This finding
strongly supports the analysis of content validity which was conducted earlier in
Chapter Four, when I compared the content of the test with the content of the
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syllabus at the AIS. We may conclude at this stage, based on these findings, that the
test will achieve the purpose for which it was designed. The next section discusses
the test administration to new students at the AIS.
5.2.2 The administration of the Arabic Placement Test (APT) at the AIS
The administration of the Arabic Placement Test (APT) took place on 3rd
and 10th June 1998. The first day of the test was used for the Grammar, Essay and
Dictation Tests and the second day was for the Reading Test. Five Arabic language
teachers helped me to administer the test on the first day, and three teachers on the
second day. All of the tests took place in the main lecture hall at the AIS. All
candidates who took the test were new students at the AIS representing three
faculties. The details of their proportion regarding the faculties is summarised in
Table 5-2 below. It is interesting to note here that even though the test was
originally for the use of this research, the AIS benefited from the results of the study
in that its students were grouped according to the result. Therefore, during the
briefing, the students were not told that the purpose of this test was for my research.
The number of students taking the test differed from the first day to the
second day. For the first day of the test, only 420 took the test while in the second
day, 483 took the test. However, after matching the students' names with all sub¬
tests, only 413 students attended the two days of the test. This means that of the 420
students who attended the first day of the test, 7 were absent in the second day and
of 483 of those who attended the second day, 70 did not come for the first day of the
test. I had no other choice than to reject those who did not sit for all of the test
papers; including their results would spoil the data analysis such as the percentages,
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means, standard deviations, reliability, correlation, etc. However, all papers were
marked by the examiners for the purpose of allocating the students to appropriate
groups for the Arabic course at the AIS.





SharT ah 194 47.0
Two groups of examiners helped me in marking the answer papers: the first
group consisted of eight Arabic teachers at the Faculty of Languages and Linguistics
at the University of Malaya, who were my colleagues when I was there ten years
ago, and the second group was thirty final year students at the university, who were
my students at the Faculty of Education before I left the country for my study. The
former helped me in marking the Essay Test (subjective test) and the latter helped me
in the rest of the papers, i.e. the Grammar, Dictation and Reading tests (objective
test).
5.2.2.1 The administration of marking the subjective test
With the first group of markers, the Arabic language teachers, I coordinated a
standardisation meeting. The purpose of this meeting was to organise standard
marking of the papers and familiarise the examiners with the rating scale. Having
familiarised myself with the rating scale, as was discussed in Chapter Four, I
personally acted as the chief examiner. With regard to the length of the meeting,
AJderson el al. (1995) suggest that the meeting should take a complete day at least,
to ensure enough discussion for all examiners. However, in a small testing
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programme like the one I had, I decided that one whole day was not needed.
Instead, I decided to have a very short meeting with these examiners and indeed the
meeting ran for about two hours and half only. Two days before attending the
meeting, I gave the examiners two scripts of essays by the samples from Jordan and
the rating scale (see Chapter Four, 4.11.21 (iii) for details). The first script
represented an adequate performance and the second represented an inadequate
performance as examined earlier by the standardisation committee (see Chapter
Four). The purpose was merely to have them try out the rating scale when marking
the two scripts. They were reminded to be prepared to explain their marks to their
colleagues at the meeting.
On the day of the standardisation meeting, the first stage was devoted to
discussing the two scripts. It was observed, from the discussion, that two examiners
gave marks to the inadequate script with a difference between 3 and 4 marks from
the other examiners. (The other six raters gave the total marks to that script ranging
from 9 to 10 only). The discussion revealed that this disagreement arose from an
unclear conception of the rating scale by the two examiners concerned together with
a 'generous' attitude of not wishing to give too many lower marks. This
disagreement had been tackled by emphasising that the purpose of the meeting was
to help the examiners to match their marks with the standardising committee. Both
examiners were implicitly reminded that a major disagreement will affect the analysis
of data and may lead to errors in the interpretation of the data. They were then
advised to reduce the marks for the inadequate script so that their marks matched,
more or less, the judgement of the others and the committee. With reference to the
adequate script, the examiners tended to agree on the marks they had given. The
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differences among them were small, ranging between one and two marks only.
The second stage of the meeting was having further practice in marking.
Every examiner was given two essay scripts: one adequate, and one inadequate, by
the candidates whose scripts 1 had photocopied before the meeting. The purpose
was again to see whether or not the marking matched the judgement of the
committee. The results were very consistent: five examiners reached the same mark
on the adequate and inadequate scripts and the other three differed by one to one and
a half marks only. This may have happened because many problems had been
resolved in the standardisation meeting discussed earlier. Another reason could be
that the examiners had already become familiar with the writing style of the two
candidates. Since there was no suggestion of making any changes to the rating scale,
we agreed to use the rating scale that had been used for practice during that meeting.
At the end of the meeting, I distributed the scripts to the examiners: everyone had to
mark about sixty scripts. They were given three days only to mark the scripts
because the tutorials started in the third week. This was because by that time, new
students needed to be informed about which Arabic group they had been assigned to.
Apart from this marking session, three examiners were asked to mark 10 scripts from
another examiner for the purpose of the Reliability analysis which will be described
later. This exercise, however, was undertaken after the scripts were marked.
After receiving the marks from the examiners, I entered them into the
computer using the SPSS package for data analysis. At the same time, I added up
those marks with marks from the other three sub-tests for the purpose of grouping
students according to their results. For those who attended the test for one day only,
the groups assigned for them relied only on that particular result regardless of the
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test that they had missed. Students who attended only one test were assigned to a
group on the basis of the results of that test. This is to say that there was no second
test administration for those who were absent from any test.
5.2.2.2 The administration of marking the objective tests
Three days after the second test was conducted, I had a one day 'marking
scripts meeting' with thirty final year students (hereafter called the markers), in one
of the lecture halls at the Faculty of Education. This place was chosen primarily
because all scripts were kept in my room at the Faculty. In addition, all lecture halls
in this faculty are equipped with such facilities as overhead projectors (OHP),
computer terminals and extensions, etc, which 1 needed for this kind of meeting. The
first stage of the meeting was devoted to explaining the marking schemes for the
three papers: Grammar, Reading and Dictation. I used transparencies and an OHP to
explain to the markers the marking schemes of these papers. The Reading Test
marking scheme was explained first, followed by the Grammar Test, and then the
Dictation Test. With reference to the Reading and Grammar Tests, the markers were
asked to count the correct answers and to mark zero for unanswered questions.
They were not allowed to put any mark or sign for wrong answers. With particular
reference to Part Three in the Reading Test, the cloze, there was more than one
correct answer to some questions. Therefore, I displayed the correct answers on the
screen, so that the markers would be guided on how to mark this part. I obtained
some additional correct answers from the samples in the pilot study, especially the
samples from Jordan, (see Chapter Three, 3.4.2.1.4 and 3.4.2.2.4 for the details of
the procedures of marking).
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With regard to the Dictation Test, the procedure of marking the scripts was
very complex, especially at the beginning of the marking session. The problem
usually occurred when the candidates did not dictate certain sentences, which caused
the markers to lose the sequences of the questions. This was not to include other
problems like bad hand writing or dictating, which were unconnected to the test task.
On many occasions, I had to interfere in the marking process, especially when the
markers lost the number of the questions. The task of the markers became more
difficult when I instructed them that even any small mistake should be considered an
error. This was totally different from the Reading Test, especially for Part Three, the
cloze, where some small mistakes like ignoring alif lam in definite words was
tolerated.
The last stage of the meeting was devoted to counting the correct answers
given by the candidates for every part of the answer scripts, and then adding up the
grand total of every script. I then took all the scripts to the computer room in the
Faculty for data installation. In addition to the total correct answers for every part of
the test papers as well as the grand total marks, I had to enter into the computer all
options made by the candidates for all of the test papers. With help from the
computer assistant at the Faculty, I finished this job at the end of September 1998.
5.2.3 The descriptive analysis of the final version of the tests
In this section, I will describe briefly the data of the descriptive analysis of the
four sub-tests. The purpose of this analysis is to see the central tendency and
dispersions of the test. Knowing about these data helps us to compare them with the
data in Chapter Four and then to conduct the analysis in the context of the entire
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score distribution One null hypothesis (H0) and one alternative hypothesis (7/i)have
been set up:
The null hypothesis is:
There is no difference between the results of samples in the pilot study and
the samples from AIS in terms of central tendency and dispersion.
The alternative hypothesis is:
There is a difference between the result of samples of the pilot study and the
samples from the AIS in terms of central tendency and dispersion.
The purpose of setting up these hypotheses is to prove, in the following
descriptive analysis, that there is a difference between the two groups of samples, in
terms of result, after the modifications have been made to some items. It is also to
prove that any changes and differences that occurred did not happen by chance
Having proven these matters means we reject the null hypothesis. However, if these
two matters cannot be proven, we therefore have to accept the null hypothesis and
consequently reject the alternative hypothesis. The focus of the discussion is on the
mean for central tendency and the standard deviation for dispersion.
5.2.3.1 The Reading Test (N=413)
Table 5-3 below summarises the statistical data of samples from AIS for the
Reading Test which include central tendency and dispersion.
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The mean, 31.01, indicates that the candidates found the test moderate. There is a
high possibility that the samples will be divided evenly into the normal distribution,
i.e. 3SDs on both sides, top and bottom. In the pilot study, however, the total mean
for the samples from Jordan (N=67) was 48.40, i.e. more samples were situated
towards the top, while the total mean for the samples from Malaysia (N=123) was
23.94, i.e. more samples were situated towards the bottom. From Table 3, we note
that the standard deviation (SD) for the Reading Test is 10.89. The calculation of
the SDs which will fit the distribution, from the mean and the SD, indicates that we
can fit nearly 3 SDs on the positive (+)(41.89, 52.78, 63.67) and 2 SDs on the
negative sides (-)(20.11, 9.22, -1.67) which would account for nearly 99.7% and
95% respectively of this population. Therefore, we could describe this distribution
as positively skewed. In the pilot study, the distribution of the SD for the samples
from Jordan was negatively skewed, i.e. 1 SD on the (+) side (68%) and 3 SDs on
the (-) side (99.7%), while the distribution for the samples from Malaysia was
positively skewed, i.e. nearly 3 SDs on the (+) side (99.7%) and 2 SDs on the (-)
side (95%). To get a clearer picture of the distribution of samples from AIS for the
Reading Test, I display the histogram in Figure 5-1 below:
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Figure 5-1: Histogram of the Reading Test (N=413)
TOTLREAD
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The histogram in Figure 5-1 shows that the distribution is positively skewed. We can
see that the ends of the normal curve line disappear off the histogram not exactly at 0
and 60 but higher up This confirms the number that fit the distribution I calculated
above concerning the 3 SDs, i.e. -1.67 to 63.67.
5.2.3.2 The Grammar Test
The descriptive statistics for the Grammar Test are summarised in Table 5-4












From Table 5-4, we find that the total mean for the Grammar Test is 24.37.
There is a high possibility that the distribution of the marks will be a normal one
because the mean, 24.37, is equal to 48.74%. It should be noted here that in order to
compare the mean for the samples from the AIS with the samples in the pilot study, a
percentage will be used because the number of questions in the final version has been
reduced from 60 to 50. The SD for this test, as shown in Table 5-4, is 9.07. The
calculation of the SDs which will fit the distribution, from the mean and the SD,
indicates that we can fit nearly 3 SDs on the positive (+) side (33.4, 42.4, 51.4) and 2
SDs on the negative (-) side (15.4, 6.4, -2.6) which would account for nearly 99.7%
and 95% of this population respectively. Therefore, we could describe this
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distribution as a positively skewed. In the pilot study, the total means of the samples
from Jordan and Malaysia for this test were 37.36 (74%) and 24.62 (47%)
respectively. This, as stated earlier in Chapter Four (see 4.11.1.1.2 and 4.11.2.2.2),
indicated that more samples from Jordan were situated at the top (+ side) than the
bottom end (- side). On the other hand, more samples from Malaysia were situated
at the bottom end (- side) than the top (+ side). The SD for the samples from Jordan
was 7.30 and the SD for the samples from Malaysia was 7.01. The distribution of
marks for the samples from Jordan was negatively skewed, i.e. 2 SDs on the (+) side
(95%) and 3 SDs on the (-) side (99.7%), while the distribution of the marks for the
samples from Malaysia was positively skewed, i.e. 3 SDs on the (+) side (99.7%) and
2 SDs on the (-) side (95%). Figure 2 below displays the distribution of the
population for the Grammar Test at the AIS.
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Figure 5-2: Histogram of the Grammar Test (N=413)
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From Figure 5-2, we observe that the distribution of samples in the test is positively
skewed. We can see that the ends of the normal curve line disappear off the
histogram not exactly at 0 and 60 but higher up. This confirms the number that fit
the distribution I calculated above concerning the 3 SDs, i.e. -2.6 to 51.4.
5.2.3.3 The Essay Test
The descriptive statistics of the test are summarised in Table 5-5.












The mean for the test, as shown in Table 5-5, is 13.1 (54%) from the total marks of
5393. From this mean, it is highly suspected that the distribution of the population
for both sides will be balanced. In other words, no samples were situated more on
the top than the bottom or vice versa. The SD for the test is 4.03. The numbers of
SDs that fit the distribution are 17.04, 21.07, and 25.1 for the (+) side and 9.07,
5.06, and 1.03 for the (-) side. With the minimum and maximum marks of 4 and 24,
we can fit nearly 3 SDs on both sides of the mean. This distribution is clearly a
normal distribution. No comparison could be made with the samples from the pilot
study because there was no total score of the pilot study for the Essay Test available.
However, the above finding is very meaningful because the distribution of marks was
279
obtained by using the rating scale which has been accepted as the standardised rating
scale and was not obtained, in any way, from the examiners' own rating. Figure 5-3
below displays the distribution of the population for the Essay Test:
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Figure 5-3: Histogram of the Essay Test (N=413)
Std. Dev = 4.03
Mean = 13.1
N = 413.00
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5.2.3.4 The Dictation Test
The descriptive statistics of the test are summarised in Table 5-6 below.












The total mark for both tests, i.e. the Essay and the Dictation, is the same:
25. The mean for the Dictation Test is 13 .72 (55%) from the total marks of 5667,
slightly higher than the Essay Test. From this mean, it is highly suspected that the
distribution of the population for both sides, positive and negative, will be balanced.
The SD for the test is 5.7, slightly higher than the SD for the Essay Test too. The
numbers of SDs that fit the distribution are 19.42, 25.12, and 30.82 for the (+) side
and 8.02, 2.32, and -3.38 for the (-) side. With the minimum mark of 2 and the
maximum of 25, we can fit only 2 SDs on both sides of the mean. To compare this
finding with the finding of the pilot study, the same procedure, as in the Grammar
Test above, will be employed because two items were omitted from the final version
of the test. In the pilot study, the mean for the test was 9.11 (43%) which means
that more samples were situated towards the (-) side than the (+) side of the
distribution. With reference to SD, the SD for the test in the pilot study was 3.98.
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The distribution of marks of the Dictation Test for the pilot test was positively
skewed because only 2 SDs could be fitted on the (-) side while 3 SDs could be fitted
the (+) side. This distribution is better than the distribution of marks for the pilot
study, as shown by the mean of the total score above. Figure 5-4 below displays the
distribution of the samples at the AIS for the Dictation Test:
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Figure 5-4: Histogram of the Dictation Test (N=413)
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It can thus be concluded that the modifications incorporated in the final
version of the test have made some changes, in general, to the central tendency and
the dispersion of all of the sub-tests. The distribution of samples on both positive
and negative sides becomes more balanced where this kind of distribution was not
seen with the samples in the pilot study. We are therefore obliged to reject the null
hypothesis set above and consequently accept the alternative hypothesis, i.e. there is
a difference between the results of samples of the pilot study and the samples from
the AIS in terms of central tendency and dispersion.
5.2.4 Statistical analysis of the final test
In this section, I will describe, in brief, the statistical analysis of the final
version of the tests. The analysis, however, does not include the Essay Test because
the nature of this test is not suitable for statistical analysis. Three factors will be used
for this analysis: item facility (IF), item discrimination (ID) and distractor efficiency
(DE). I have to emphasize here that the analysis focuses more on the items that had
been modified as a result of the statistical analysis in the pilot study. However, the
details of the frequency of every item of the tests for every factor, i.e. IF and ID, are
attached in the Appendix B.l: 536-539 for self-investigation. The analysis of the
Reading Test is first presented, followed by the Grammar and then the Dictation
Test. With regard to the analysis factors, the IF is presented first, followed by the ID
and then the DE where applicable.
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5.2.4.1 The Reading Test
(i) Item facility analysis
Several questions in Part Two of the Reading Test have been modified (see
Chapter Four (4.11.2.3.1 for details). These questions are: 11, 12, 14, 19-22, and
25-28 (see Appendix A.2.3: 472-74). Some questions which were not modified such
as the cloze test will be observed too. Below are the IF for questions that have been
modified together with the IF indices from both samples in the pilot study for the
purpose of the comparative study (see Appendix B.l: 537 for the details of the IF
indices for the Reading Test):
Q no. IF(AIS) IF(Joidan) IF(Malaysia)
11 .81 .73 .68
12 .90 .70 .88
14 .61 .63 .63
19 .41 .72 .44
20 .94 .93 .89
21 .24 .64 .23
22 .57 .69 .23
26 .90 .93 .89
27 .42 .54 .32
28 .39 .46 .33
From the data, I draw the following conclusion:
(a) Questions 11 and 12 have IF indices that are similar to IF indices of both samples
in the pilot study. This indicates that an attempt to make the questions more
difficult by adding another paragraph was not successful.
(b) Questions 14, 19, 20, 21, and 26 have IF indices that are similar to both IF
indices of the samples in the pilot study. This indicates that replacing the
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questions did not make a big difference to the items of the test: they remained
difficult despite the modification.
(c) Questions 22, 27, and 28 have IF indices that differ from IF indices of both
samples in the pilot study. This indicates that the modification of the questions
had made some improvement to the IF indices of the questions of the test.
With reference to Part Three (see Appendix A.2.3: 474), the cloze test, 25
questions were found to have IF indices below .27, less 7 items from the samples
from Malaysia (N=123). This part can still be considered difficult for the population.
(ii) Item discrimination (ID) analysis
The ID analysis focuses on the same questions that have been described
above. The following table is the summary of ID indices for the samples from the
AIS together with the indices of both samples from the pilot study for the purpose of
the comparison study.
Q no. ID (AIS) ID(Jordan) ID(Malaysia)
11 .27 .13 .15
12 .13 .20 .15
14 .45 .14 .06
19 .17 .40 -.09
20 .13 .00 .18
21 .22 .73 .18
22 .10 .54 .16
26 .25 .13 .12
27 .25 .00 .06
28 .19 -.06 -.03
From the data above, we draw the following conclusion:
(a) Four questions, 12, 19, 20, and 22 (see Appendix A.2.3: 472-73), had ID indices
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below .19, the minimum limit for every question to be considered discriminating.
This indicates that replacing questions with new ones did not have any strong
effect. Surprisingly, the ID indices for Questions 12, 20, and 22 were lower than
the ID indices in the pilot study.
(b) Six questions had ID indices above .19 which were considered discriminating.
More importantly, some of these questions, such as Questions 26, 27, and 28 (see
Appendix A.2.3: 474) have increased their ID indices drastically as a result of
being replaced by new questions.
With reference to Part Three, the cloze test, 9 questions(20%) had ID indices
below .19, i.e. did not have the minimum level of the discriminating power, less 16
questions from the samples from Malaysia (N=123). These questions are Questions
41 (.11), 43 (.04), 49 (.09), 50 (.18), 51 (.15), 52 (.13), 66 (.03), 67 (.02) and 68
(.09) (see Appendix A.2.3: 474). We may conclude here that some questions in Part
Three remained difficult for this population.
5.2.4.2 The Grammar Test
(i) Item facility analysis
As suggested in Chapter Four (see 4.11.2.3.4), 10 questions with low IF and
ID indices have been removed from the final version of the test. The analysis here
investigates other questions that have low IF indices. From the summary of the items
statistics, some questions were observed to have IF indices below .27. The Table
below summarises the IF indices of these questions together with the IF indices of
the samples from the pilot survey for the comparison study (see Appendix B.l: 538















.26 (14) .27 (14)
.42 (20) .24 (20)
.31 (27) .18 (27)
.47 (31) .08 (31)
.44 (33) .21 (33)
.62 (36) .24 (36)
.51 (44) .06 (44)
.34 (46) .15 (46)
Note: the numbers in brackets represent the number of the question
The low IF indices of the questions above indicate that the candidates from the AIS
found these questions difficult. No question in Part Two had an IF index below .27
(see Appendix A.2.3: 475-79).
(ii) Item discrimination (ID) analysis
The investigation of the ID indices for the candidates from the AIS shows
that all except one question had an ID index of .19 or above for both Part One and
Part Two. This shows that questions in the Grammar Test discriminated well.
(iii) Distractor efficiency (DE) analysis
As mentioned in Chapter Four (see 4.11.2.3.5), 11 options were found to
have very low percentages due to various reasons which were discussed in detail.
These options were replaced by new ones for the final version of the test. In this
section, I display the percentage of the options which were chosen by the candidates
at the AIS to see whether or not this replacement improved the effectiveness of these

















































We observe from the data above that although the new options had increased
the percentages of the particular options, the outcome was not encouraging. The
percentages of these options were still small compared with the percentages of the
pilot study. With reference to some questions such as 3, 16, and 25 (see Appendix
A.2.3: 475-77), the new options attracted the candidates less than the options that
were used with the samples in the pilot study, especially with the samples from
Malaysia. I can conclude here that the replacement of new options, in general, did
not attract the candidates.
5.2.4.3 The Dictation Test
(i) Item facility analysis
Two questions were found to have IF indices below .27: Question 12 (.24)
and Question 24 (.12) (see Appendix B.l: 538 for the details of the IF indices). In
the pilot study, these two questions were among five questions that had an IF index
of below .27.
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(ii) Item discrimination analysis
The investigation of the ID indices for the candidates from the AIS shows
that no question had an ID index below .19, even with Questions 12 and 24 which
had been described above as having low IF indices. Both questions had the ID
indices of .55 and .33 respectively.
It may be concluded from the above discussion that the modifications
incorporated in the questions of the tests have, generally, improved the IF indices and
the ID indices of the items. The improvement happened either as a result of
changing the wording of the questions or by replacing a question with a new question
or by discarding particular questions from the final version of the test. If we
compare this finding with the findings of the pilot study, we note that the final test
has fewer questions with low IF and ID indices. However, some questions, as
discussed above, remained difficult despite the modification. We may need to refine
these questions in future in order to increase the IF and ID indices of these questions.
There is an exception however: the distractor efficiency analysis of the Grammar
Test shows that not many improvements can be obtained despite the replacement
being made. As was stressed earlier in Chapter Four, there was no absolute
guarantee as to whether or not the new options could attract the candidates to
choose them: in many cases it was very difficult to find a suitable replacement for the
options.
5.3 Reliability analysis of the final version of the test
The literature on the reliability coefficient ( ) of the test has been discussed
291
earlier (see Chapter Two, 2.3). In this section, I carry out a reliability analysis which
will show whether or not the questions in the test are consistent as well as to what
extent they contribute to the test's internal reliability.
There are three common ways of estimating reliability: test-retest, equivalent
forms, and internal or inter-item consistency (Crocker and Algina, 1986; Anastasi,
1988; Brown, 1988, 1996; Alderson et a/. 1996). The internal consistency reliabilities
use various methods of estimating the reliability of a test. They are the split-half
method, Kuder-Richardson formula 20 and 21 (K-R20) (K-R21), and Cronbach
Alpha. 1 chose the third way of estimating reliability, the internal consistency
reliabilities using the Cronbach Alpha method because "...they [internal consistency
reliabilities] have the distinct advantage of being estimable from a single form of a test
administered only once - in contrast to test-retest and equivalent forms of reliabilities,
which require either two administrations or two forms" (Brown,1988:99). The
Cronbach Alpha method was used because all except the Essay Test items were
equally weighted and were marked as either right or wrong. With regard to the Essay
Test, the consistency of the markers is obtained by calculating the Rank-Order
Correlation of the markers. Brown (op. cit ), however, argues that the choice of
methods of measuring reliability is not the main issue of the reliability analysis because
regardless of the type of reliability involved, the interpretation of the coefficients will
be about the same. Brown further stresses that we should be concerned .. with how
consistent the test [is] in terms of the percentage of the reliable variation in scores, as
opposed to error. If r_a = .30, then 30 percent of the variation is reliable and the
remaining 70 percent is error. [This indicates] that the test is not reliable and that
another one should have been used" (p. 100).
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With regard to the reliability coefficient (rxv) of the test's consistency, Lado
(1961) and Alderson et al. (op. cit.) are of the view that this depends on many factors
such as the type and length of the test. Lado (in Hughes 1992) for example suggests
that "...good vocabulary, structure and reading tests are usually in the .90 to .99
range, while auditory comprehension tests are more often in the .80 to .89 range.
Oral production tests may be in the .70 to .79 range" (p.32). Alderson et al. add that
"if the test contains sections testing different skills in different ways, these sections
will not correlate highly with one another, and the reliability will be lower" (p.89).
Carroll and Hall (1985:127) suggest that, in judging reliability, a coefficient of above
.75 is considered good but a preferable reliability coefficient should be about .90.
Carroll and Hall (op. cit.) also suggest that for inter-judge (inter-rater) assessment, a
reliability coefficient should be at least .60, and preferably between 0.70 and 0.80.
Thus, in order to obtain the reliability coefficient of the three sub-tests,
Reading, Grammar, and Dictation, 1 calculated every item of the sub-tests using the
SPSS programme. The Reading Test is discussed first, followed by the Grammar
Test and then the Dictation Test.
5.3.1 The reliability analysis of the Reading Test
Table 5-7 below summarises the statistics for the reliability analysis of the
Reading Test for samples from the AIS (N=413).
Table 5-7: Statistics for SCALE ALPHA for the Reading Test (N=413)
RELIABILITY ANALYSIS - SCALE (ALPHA)
N of











































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































































VAR00054 30 . 8789 115. 4319 . 3962 . 9027
VAR00055 30 .7918 116. 0633 .2515 . 9038
VAR00056 30 . 6465 114. 8310 . 3324 . 9031
VARO 0057 30 . 8305 116. 0877 .2692 . 9036
VAR00058 30 . 7337 112. 9483 . 5577 . 9010
VAR00059 30 . 5448 111. 2874 . 6614 . 8998
VAR00060 30 . 4504 112. 5297 . 5455 . 9010
VARO0061 30 . 9322 116. 6701 .2892 . 9035
VARO0062 30 . 6102 112 . 2821 . 5741 . 9007
VARO0063 30 . 4262 112 . 4102 . 5621 . 9008
VARO0064 30 .7094 114 . 7940 . 3533 . 9029
VARO0065 30 . 3269 116. 0361 .2275 . 9041
VARO0066 30 . 9976 118. 2015 . 0917 . 9045
VARO0067 30 . 9903 118. 2281 . 0705 . 9046
VARO 0068 30 . 9709 117. 7322 . 1578 . 9043
VARO 0069 30 . 4407 113. 6451 . 4388 . 9021
VARO0070 30 . 8208 115. 3950 . 3449 . 9030
VARO0071 30 .8814 115. 3864 . 4055 . 9027
VARO0072 30 . 9031 116. 8984 .2180 . 9040
VAR00073 30 . 6247 113. 3709 . 4706 . 9018
VAR00074 30 .7942 114 . 3435 .4468 . 9021
VARO0075 30 . 9758 117. 4897 .2218 . 9040
Reliability Coefficients
N of Cases = 413. 0 N of: Items = 75 Alpha = . 9044
To analyse the data in Table 5-7 above, I use the guide suggested by Green and Weir
(1998):
(a) The statistics for SCALE at the top of Table 5-7 supply us with similar
information to that which we obtained when we described the descriptive analysis
of the test (see descriptive analysis in 5.2.3.1 above).
(b) The first two columns of the Item-total Statistics tell us what would happen to the
scale statistics if the question were to be removed. For instance, if Question 1 in
the Reading Test (VAR00001) (see Appendix A.2.3: 470) were to be discarded,
the total mean would drop from its current 31.0194 to 30.3196. The same applies
to the scale variance: the total variance would drop from 118.5142 to 114.3345 if
Question 1 were to be eliminated. This means that the removal of Question 1
(VAR00001) would mean a drop of 0.6998 in the scale mean and 4 points in the
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scale variance. Since the item's discriminating power is observed for every
question in the test, we could therefore see that some questions contribute more to
the variance than others. This indicates that the bigger the discriminating power
the questions have, the more they contribute to the scale variance. For example,
for Question 59 (VAR00059) (see Appendix A.2.3: 474), the biggest contributor
to the scale variance, we note that the scale variance would be 111.2874 if this
item were to be dropped. This means that the scale variance drops 7.2295 points.
An investigation into the item discrimination (ID) analysis (see Appendix B.2: 540)
reveals that this question has an ID index of .88. In contrast, if Question 67
(VAR00067) (see Appendix A.2.3: 474), the smallest contributor to the scale
variance, were to be dropped, the scale variance would drop from 118.5142 to
118.2281, less 0.2861 only. An investigation into the item discrimination (ID)
analysis reveals that this question has ID index of .02 only. In other words, this
question did not discriminate well and omitting or retaining it in the test would not
have a big influence in discriminating between the lower and upper groups.
(c) The third column provides the information about each item's corrected item-total
correlation (CITC), i.e. "...the correlation of the item with the total minus that
item" (Green & Weir, 1998:50). Green & Weir (op. cit:50) add that: "given that
the total test score is made up of all the reading test items, we would expect there
to be a positive relationship between [total score of the Reading Test] and each
individual item... Where the relationship is weak, we might suspect that the item
concerned is varying in a different way" [not in the component of the Reading Test
items]. If we look at the CITC in the third column above, we find that all
questions have a correlation of above 0 (0 means no correlation at all). Some
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questions have a scale of. 1 or less which indicates a very low correlation. These
questions, according to Green and Weir (op. cit.) demand further attention. The
CITC is also an index of how a question discriminates between those candidates
who are performing well on the overall test, and those who are performing badly
(Green & Weir, op. cit.). This means that the more this is the case, the higher the
discrimination. For example, if we look back at Question 59 (VAR00059) above,
we find that the IF for this question was only .48, in other words, only about 50%
of the candidates got this question correct . However, when we look at the CITC
for this question , we find that it is .6614, the highest question correlates with the
total minus of that item. At the same time, as described earlier in (b), this is the
question that has the highest ID index.
(d) The final column, the Alpha If Item Deleted (AIID), "...tells us whether the test's
internal reliability (here referred to Alpha) would increase or decrease if the
particular item were removed" (Green & Weir, op. cit.). The way of interpreting
the AIID is almost the same as the first two columns. The smaller the number of
the AIID, the greater the item's contribution to the test overall Alpha. For
example, the test overall Alpha, as shown at the end of Table, is .9044. The
smallest AIID in column four is .8998, i.e. for Question 59 (VAR00059). This
means that if this question were to be eliminated, the test overall Alpha would
decrease by .0046. However, it seems that if some questions were to be removed,
this removal would not have any effect on the test overall Alpha while, if others
were to be eliminated, it seems that the test overall Alpha would increase.
Examples of the former case are Questions 3 (VAR00003), 12 (VAR00012), 15
(VAR00015), 49(VAR00049) (see Appendix A.2.3: 470, 472, 474), and examples
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of the latter are Questions 19, (VAR00019), 20 (VAR00020), 21 (VAR00021), 22
(VAR00022), 25 (VAR00025), 27 (VAR00027), 28 (VAR00028), and 29
(VAR00029) (see Appendix A.2.3: 473-74). If we look back at the IF and ID
indices for the Reading Test (see Appendices B.l: 537 and B.2: 540), we may
conclude, based on the comparison between the AIID and the IF and ID indices,
that any questions that have high IF or ID indices or both will contribute to the
increase in the test overall Alpha On the contrary, any questions that have low IF
or ID indices or both will not contribute to the increase in the test overall Alpha,
(e) The Reliability Coefficients at the bottom of Table 5-7 give us the summary of the
total cases (candidates) who took the test, the number of items or questions in the
test, and the Reliability Coefficient (/yQof the test's consistency. The most
important element of this description is the reliability coefficient because it shows
us ".. .how consistent the test is in terms of the percentage of the reliable variation
in scores, as opposed to error" (Brown, 1988. 100). With regard to the final
version of the Reading Test, the coefficient of r^ =.9044 means 90% of the
variation is reliable, i.e. related to variation in true score, and the remaining 10% is
error, i.e. owing to chance. We may conclude that a coefficient of r^ = .9044
indicates that the Reading Test is reliable. Since Lado (1961) and Alderson et al.
(1996) suggest above that the vocabulary and reading tests are considered good if
the coefficient of r^ = .90, we may say that the final version of the Reading Test
fulfills this requirement.
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5.3.2 The reliability analysis of the Grammar Test
Table 5-8: Statistics for SCALE ALPHA for the Grammar Test (N=413)
R E L I A B I L I T Y AN A L Y S I S SCALE (ALPHA)
N of
Statistics for Mean Variance Std Dev Variables
SCALE 24.3680 82.3351 9. 0739 50
Item-total Statistics
Scale Scale Corrected
Mean Variance Item- Alpha
if Item if Item Total if Iter
Deleted Deleted Correlation Deletec
VAR00001 23.7530 78.9243 . 3666 . 8843
VAR00002 23.6901 78.7678 .4032 .8838
VAR00003 23.6271 79.6228 . 3219 .8849
VAR00004 24.1114 79.2982 . 3654 . 8843
VAR00005 24.0508 78.1115 .4865 .8826
VAR00006 23.6755 79.4430 . 3252 .8849
VAR00007 23.7651 79.0539 . 3491 .8845
VAR00008 23.9007 80.0314 . 2298 .8863
VAR00009 23.9322 78.6944 . 3853 .8840
VAR00010 23.8160 78.2330 . 4376 .8832
VAR00011 23.7748 78.4953 .4128 .8836
VAR00012 23.8039 79.9590 .2399 .8862
VAR00013 24.2107 83.1036 -.1356 .8899
VAR00014 24.0169 80.7691 . 1557 .8873
VAR00015 23.7264 77.5293 . 5412 .8817
VAR00016 23.8039 76.8862 . 5975 .8808
VAR00017 23.6683 79.2756 . 3486 .8845
VAR00018 24.1283 79.3160 . 3726 .8843
VAR00019 24.1646 79.5456 . 3654 .8844
VAR00020 23.8015 78.4605 .4128 .8836
VAR00021 23.9056 79. 9886 . 2349 .8863
VAR00022 23.5593 79.6500 . 3599 .8845
VAR00023 23.8232 79.6896 .2693 .8857
VAR00024 24.0121 77.8081 . 5081 .8822
VAR00025 23.5884 79.5729 . 3498 .8846
VAR00026 24.1743 80.6734 .2118 .8862
VAR00027 23.7700 79.2406 . 3265 .8849
VAR00028 24.0702 79.6965 .2971 .8853
VAR00029 23.8668 79.3633 . 3051 . 8852
VARO 003 0 24.1090 80.0779 .2630 .8857
VARO 0031 24.1065 79.7508 . 3042 .8851
VARO0032 23.7869 77.9933 .4697 .8827
VARO0033 24.0436 80.1729 .2314 .8862
VARO0034 24 .1041 79.8702 .2878 .8854
VARO0035 23.7240 79.0304 . 3608 .8844
VARO0036 23.9249 80.1667 .2157 .8865
VARO0037 23.8281 78 .2446 . 4351 .8833
VAR00038 24.0872 79.3322 . 3494 .8845
VAR00039 23.8257 79.2802 . 3159 .8850
VAR0004 0 24 . 0097 78.3106 . 4465 .8831
VARO0041 24.2058 79. 8580 . 3548 .8846
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VAR00042 24 . 1308 80.,2499 .2495 . 8858
VAR00043 23 . 8499 78 . , 5065 .4036 .8837
VAR0004 4 23 . 9274 77 . , 8200 .4867 .8825
VAR00045 23 . 8789 77 . , 9513 .4677 .8828
VAR0004 6 23 . 6465 79.. 3407 . 3493 .8845
VAR00047 23 .7167 78 .,2569 . 4561 .8830
VAR0004 8 23 . 5303 80., 4584 .2628 .8856
VAR0004 9 23 . 5787 80., 7250 . 1968 .8864
VAR00050 23 . 8281 78 .,2786 . 4312 .8833
Reliability Coefficients
N of Cases = 413. 0 N of Items = 50 Alpha = . 8866
(a) The statistics for SCALE at the top of Table 5-8 supply us with similar
information to that which we obtained when we described the descriptive analysis
of the test (see descriptive analysis in 5.2.3.2 above).
(b) The first two columns of the Item-total Statistics tell us what would happen to the
scale statistics if the item were to be discarded. A comparison with the item
discrimination (ID) indices (see Appendix B.2: 541) shows that, in general, any
questions that had an ID index of .40 and above would make the scale mean in the
first column drop between 23 .500 and 23 .900 if these questions were to be deleted.
On the contrary, any questions that had an ID index of .39 and below would make
the scale mean in the same column drop from 23.900 to 24.200. The same
happens to the scale variance in column two: for any items that have an ID index of
.40 and above, the scale variance drops between 76.00 and 79.000. For example,
if Question 16 which has an ID index of .85 were to be removed, the scale variance
would drop from its current 82.3351 to 76.8862. On the other hand, with any
questions that have an ID index below .39, the scale variance drops between
80.000 to 82.000 only. We may say here that, based on the data analysis in the
first two columns, the questions with high ID indices contribute more to the mean
and variance than others.
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(c) If we look at the CITC in the third column above, we find that all except one
question have a correlation of above 0 (0 means no correlation at all). Three
questions have a scale of . 1 or less which indicates a very low correlation, and,
these need to be given further attention. With regard to Question 13 (VAR00013)
(see Appendix A.2.3: 476), the CITC of this question is -.1356 which indicates that
the question varies in a different way. An investigation into the ID analysis reveals
that the ID index for this question was -.12 which means it did not discriminate at
all. This was unexpected because the ID index of this question in the pilot study
for both samples from Jordan and Malaysia was 42 and . 18 respectively.
(d) In the final column, the lowest AIID in column four is .8808 (VAR00016). This
means that if this question were to be eliminated, the test overall Alpha would
decrease .0058. This supports our observation above that questions with high ID
indices will increase the test's overall Alpha. In the meantime, if we want to
increase the consistency of the test, any questions that have an AIID higher than
the test's overall Alpha should be removed. Examples of these questions are
Questions 13 (VAR00013) and 14 (VAR00014) (see Appendix A.2.3: 476).
(e) The Reliability Coefficients at the bottom of Table 5-8 tell us that the coefficient
of for the Grammar Test is .8866, which means 89% of the variation is reliable,
i.e. related to variation in true score, and the remaining 11% is error, i.e. owing to
chance. We thus conclude that a coefficient of r^ = .8866 indicates that the
Grammar Test is reliable. Since Lado (1961) and Alderson et al. (1996) have
suggested above that the structure test is considered good if the coefficient of rxv =
.90, we may conclude that the final version of the Grammar Test has almost
fulfilled this requirement.
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5.3.3 The reliability analysis of the Dictation Test
Table 5-9: Statistics for SCALE ALPHA for the Dictation Test (N=413)
R E L I A B I L I T Y A N A L Y S I S - SCALE (A L P H
N of
Statistics for Mean Variance Std Dev Variables
SCALE 13.7215 32.6917 5.7177 25
Item-total Statistics
Scale Scale Corrected
Mean Variance Item- Alpha
if Item if Item Total if Iter
Deleted Deleted Correlation Deletec
VAR00001 13.0944 30.3381 . 3973 . 8732
VAR00002 13.0412 31.2095 .2423 . 8774
VAR00003 12.9225 30.8241 . 3831 . 8734
VAR00004 13.1792 29.0358 . 6338 .8661
VAR00005 12.8814 30.6437 . 4711 . 8715
VAR00006 13.0751 29.8900 .4916 . 8705
VAR00007 12.9080 30.7051 . 4245 . 8725
VAR00008 13.1913 29.5580 . 5308 .8693
VAR00009 13.2203 29.2790 . 5837 . 8677
VAR00010 13.2179 29.2728 . 5849 . 8676
VAR00011 13.2857 29.4958 . 5469 .8688
VAR00012 13.4794 30.3424 . 4583 . 8715
VAR00013 12.9153 30.5146 .4622 . 8716
VAR00014 13.4019 29.8866 . 5068 . 8701
VAR00015 13.1671 29.4647 . 5515 . 8687
VAR00016 13.3898 30.9617 .2874 . 8763
VAR00017 13.0436 29.8767 . 5076 . 8701
VAR00018 13.2930 30.6979 . 3184 . 8756
VAR00019 12.8596 31.8395 . 1881 . 8775
VAR0002 0 13.0339 29.8823 . 5113 . 8700
VAR00021 13.3535 29.2242 . 6195 .8667
VAR00022 13.4964 31.5613 .2033 . 8779
VAR00023 13.0412 31.2823 .2281 . 8778
VAR00024 13.6029 31.3177 . 3503 . 8742
VAR00025 13.2228 29.9891 .4472 . 8718
Reliability Coefficients
N of Cases : 413.0 N of Items = 25 Alpha = . 8765
(a) The statistics for SCALE at the top of Table 5-9 supply us with similar
information to what we obtained when we described the descriptive analysis of the
test (see descriptive analysis of the Dictation Test in 5.2.3.4 above).
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(b) With reference to the first two columns, a comparison with the item discrimination
(ID) indices (see Appendix B.2: 542) indicates that the relationship between the
scale mean if item deleted and the ID indices of the test is not strong. This means
if questions with high ID indices were to be eliminated, the scale mean would not
drop in a greater point compared to questions with low ID indices. For example,
Question 4 (see Appendix A.2.5: 505) has an ID index of .86, i.e. discriminates
very well. If this question were to be removed, the scale mean would drop from its
current 13.7215 to 13.1792 only. On the contrary, Question 19 (see Appendix
A.2.5: 505) has an ID index of .23, much lower than the ID index for Question 4
above. If this question were to be eliminated, the scale mean would be dropped to
12.8596, much more than the scale mean if Question 4 were to be eliminated.
With reference to the second column, the scale variance, it is noted that the degree
the total number of the scale variance would drop depends on the ID indices of the
question: if the questions have high ID indices, the scale variance would drop
more; if the questions have low ID indices, the scale variance would drop less. For
example, if Question 4, which had an ID index of .86, were to be removed, the
scale variance would drop from its current 32.6917 to 29.0358, i.e. less 3.6559
points. On the contrary, if Question 19 , which had an ID index of .23, were to be
removed, the scale variance would drop to 31.8395 only, i.e. less than one point.
We may conclude here that, based on the distribution of the analysis data in the
scale variance, questions in the Dictation Test have a discriminating power because
questions with high ID indices contribute more to the variance than others.
(c) If we look at the CITC in the third column above, we find that all except one
question have a correlation of above .1(1 means the correlation is very low). 16
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questions have correlation for an item with the total minus that item, ranging
between .4 and 6. Question 19 has a scale of .1881 which indicates a very low
correlation and needs to be given further attention.
(d) In the final column, the interpretation of the AIID is the same as the first two tests
above. This means that if questions that have high ID indices were to be
eliminated, the test overall Alpha would drop more compared to questions that
have low ID indices. This supports the conclusion we came to earlier that
questions with high ID indices will increase the test's overall Alpha. In the
meantime, if we want to increase the consistency of the test, any questions in the
last column that have an AIID higher than the test's overall Alpha would have to
be removed
(e) The Reliability Coefficients at the bottom of Table 5-9 tell us that the coefficient
of A"xx for the Grammar Test is .8765, which means 88% of the variation is reliable,
i.e. related to variation in true score, and the remaining 12% is error, i.e. owing to
chance. We thus conclude that a coefficient of r^ = .8765 indicates that the
Dictation Test is reliable. Since Lado (1961) and Alderson et al. (1995) suggest
that the auditory comprehension tests are considered good if the coefficient of ry* =
.80-.89, we may say that the final version of the Dictation Test has achieved this
requirement.
5.3.4 The reliability analysis of the Essay Test
As stated earlier, the Reliability coefficient could not be obtained through
internal consistency analysis for the Essay Test because all items were unequally
weighted and were not marked as either right or wrong. Instead some aspects of the
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assessment have a total mark of ten while others have a total mark of five. There are
several ways to monitor the degree of consistency for the oral and essay tests. Two
terms appear often in the discussion: intrarater reliability and inter rater reliability
(Alderson et al. 1996:129). The former refers to the consistency of the markers in
giving marks to the same scripts or oral performances on two different occasions
while the latter refers to the degree of similarity between different examiners in giving
marks to the same scripts or oral performances (Alderson.et al. op. cit.). Carroll and
Hall (1985:121) suggest that "...a simple way to check on inter-marker [inter-rater]
reliability is to use the ranking method". This method is implemented by giving a
number of scripts to two examiners and then ask them to mark them independently
according to the marking scheme. Then, using the following formula, the Rank Order
Correlation (ROC) is calculated (the formula was taken from Carroll and Hall, op.
cit: 119):
R= 1 - 6 x Total d2
n(n2-1)
where: R = Rank-order correlation
Total d2 = the total of differences squared between two
examiners
n = the number of scripts marked
As stated in 5.2.2.1 (the administration of marking the subjective test), three
examiners were asked to mark 10 scripts from their colleagues for the purpose of the
Reliability analysis. I personally marked 10 scripts which brought the total to 40.
These scripts were then divided into four groups for the inter-marker reliability.
Tables 5-10 to 5-13 below show the details of marks for the four groups of examiners
together with the total of differences squared between two examiners (d2):
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Table 5-10: Marks of the first group of the examiners
student id rater 1 rater 2 d Esa
1 13 15 2 4
2 8 8 0 0
3 13 15 2 4
4 9 11 2 4
6 7 7 0 0
7 9 10 1 1
8 11 12 1 1
9 17 17 0 0
10 7 7 0 0
12 12 14 2 4
Total d2 18
Table 5-11: Marks of the second group of the examiners
students id. rater 1 rater 2 d d2
138 10 11 1 1
139 16 16 0 0
140 14 14 0 0
141 5 7 2 4
142 15 17 2 4
143 11 11 0 0
144 13 13 0 0
145 14 16 2 4
146 9 12 3 9
147 12 15 3 9
Total d2 31
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Table 5-12: Marks of the third group of the examiners
students id. rater 1 rater 2 d d2
259 24 24 0 0
260 12 10 2 4
261 9 10 1 1
262 13 15 2 4
263 17 14 3 9
265 16 16 0 0
266 14 11 3 9
267 20 19 1 1
268 19 19 0 0
270 15 13 2 4
Total d2 32
Table 5-13: Marks of the fourth group of the examiners
students id. rater 1 rater 2 d2
376 16 16 0 0
377 11 13 2 4
378 22 18 4 16
379 18 16 2 4
382 15 17 2 4
383 15 14 1 1
384 9 12 3 9
387 15 15 0 0
388 10 10 0 0
389 11 13 2 4
Total d2 42
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I demonstrate below how to calculate the rank order correlation (ROC) between the
raters (the calculation uses the first pair's marks as a sample)
R= 1-6 x 18
10(100-1)
R= 1 - 108
990
R= 1 -0.109 = 0.891
Thus the ROC for the first group of the examiners is 0.891. Using the same formula,
I calculated the ROC for the remaining three groups. Below are the results:
The ROC for the second group, in Table 5-11, is 0.812, the third group, in
Table 5-12, is 0.807, and the last group, in Table 5-13, is 0.746. This degree of
correlation indicates a fairly high order of relationship between the judgement of the
eight raters (Carroll and Hall, op. cit.). Green and Weir (1998:110) however view
that if the correlation between the markers is around .7, some improvements need to
be made in the way the examiners mark the scripts. This is because such a correlation
indicates that the markers agreed in only 49% (.7 x .7) (Green and Weir, op. cit.).
5.4 The correlation coefficient analysis
The correlation coefficient (r) is a statistic which expresses the degree of
relationship between two sets of test scores or variables (Harris, 1988:142). The
correlation coefficient that I am using in this analysis is called the Pearson product-
moment correlation coefficient which is the statistic of choice for comparing two sets
of variables or data that use the interval scales. The purpose of calculating the
coefficient is to determine how two different variables or scores of the candidates on a
sub-test correlate with each other. From the calculation, we can describe whether or
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not the correlation is strong and in the same direction.
5.4.1 Types of correlation
Rowntree (1991:160) divides correlation into three types, namely positive,
negative, and zero correlations. Positive correlation refers to "...the changes in one
variable [that] are accompanied by changes in the other variable and in the same
direction [i.e.] the larger values on one variable tend to go with larger values on the
other". This type of correlation can take the relationship up to the maximum value of
r = +1.0 (Brown, 1996). Brown (op. cit.) adds that "...such a correlation [+1.0]
occurs only if the two sets of data line up in exactly the same order .. and this is the
reason such relationships are called linear" (p. 153). Negative correlation refers to
"...the changes between the two variables or values in opposite directions. Larger
values on one will tend to go with smaller values on the other" (Rowntree, op.
cit: 160) and "...can be negative in value as high in magnitude as r — -1.0"(Brown, op.
cit.). This indicates that if students score high on one test, they score low on the
other, or vice versa. Zero correlation, r = 0, refers to "...no clear tendency for the
values on one variable to move in a particular direction (up or down) with changes in
the other variable" (Rowntree op. cit.). However, perfect zero correlation is unlikely
to occur in statistical inquiries because "...even random numbers may haphazardly
produce a correlation coefficient of some magnitude" (Brown op. cit: 162).
5.4.2 Interpreting a correlation coefficient
Interestingly, it is difficult to determine at what counts the correlation
coefficient can be considered weak or strong. Some statisticians, like Rowntree and
others, are of the view that it depends on the samples: "...in a sample of 1,000, a
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correlation of + 0.08 would be significant at the 1% level" (Rowntree, op. cit: 169).
Brown (op. cit.) adds that if we calculate a correlation coefficient of 100 random
numbers from different samples (100 in one column and 100 others in another
column) and then plot the relationship, we may observe some relationship, say r = -
.0442, because these numbers may "...haphazardly produce a correlation coefficient of
some magnitude" (p. 162). However, as a guide, several levels have been suggested
to determine whether the correlation coefficient is weak, or low, or moderate, or
strong. Rowntree (op. cit: 170), for example, suggests the following levels:
0.0 to 0.2 very weak, negligible
0.2 to 0.4 weak, low
0.4 to 0.7 moderate
0.7 to 0.9 strong, high, marked
0.9 to 1.0 very strong, very high
Hughes, (1992:160) simplifies the issue, stating that "...items that show correlation of
0.3 or more are generally considered satisfactory and to be contributing well to the
total test". Rowntree (op. cit.) disagrees with Hughes's view by saying that it all
depends on the context. Rowntree goes further, stressing that "...in the majority of
cases the question of 'satisfactoriness' is totally irrelevant" (p. 170). Green & Weir,
(1998:109) are of the view that "...we might expect correlations of between .4 and .7
on different parts of the same test simply because of an underlying ability which
underpins all language behaviour".
Before investigating the correlation coefficient of the scores in the final
version of the test, f first have first to set up the null hypothesis (//0) and consequently
alternative hypothesis (Hi). The null hypothesis for the four subjects (Reading,
Grammar, etc.) of this test is as follows:
310
There is no relationship among the performance of the candidates on their
scores in the sub-tests, thus we assume that the r = 0.00
The alternative hypothesis is read as follows:
There is relationship among the performance of the candidates on their scores
in the sub-test, thus we anticipate that the r = > 0.00.
Six correlation coefficients and relationships will be calculated and plotted on
the total scores of the sub-tests using the SPSS. They are between the scores of:
(a) the Reading and the Grammar Tests
(b) the Reading and the Essay Tests
(c) the Reading and the Dictation Tests
(d) the Grammar and the Essay Tests
(e) the Grammar and the Dictation Tests
(f) the Essay and the Dictation Tests
Before plotting the scores, I have to decide the degree (significance) to which
I want to be sure of my results because I cannot obtain 100% certainty. Brown (op.
cit.) suggests that in language testing, such decisions are traditionally set at 95% or
99%. 1 decided to set the level at 99%. This level ensures that only a 1% chance
exists (less than .01 probability (p < .01). With this certainty level, I can be 99% sure
that I am right in rejecting the notion (null hypothesis) that my correlation coefficient
is due to chance alone. Table 5-14 below displays the correlation coefficient of the
scores that have been calculated together with the degree (significance) at 2 tails
format:
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Table 5-14: Correlation coefficient of sub-tests (N=413)
Correlations
TTLREAD TTLGRAM TTLESSAY TOTALDIC
TTLREAD Pearson Correlation 1.000 .746** .687** .748*'
Sig. (2-tailed) .000 .000 .000
N 413 413 413 413
TTLGRAM Pearson Correlation .746** 1.000 .701** .708*'
Sig. (2-tailed) .000 .000 .000
N 413 413 413 413
TTLESSAY Pearson Correlation .687** .701** 1.000 .711*'
Sig. (2-tailed) .000 .000 .000
N 413 413 413 413
TOTALDIC Pearson Correlation .748** .708** .711** 1.000
Sig. (2-tailed) .000 .000 .000
N 413 413 413 413
**■ Correlation is significant at the 0.01 level (2-tailed).
With reference to the first column in the left hand side, the correlation
coefficient between TTLREAD and TTLGRAM is r = .75 (the two nearest decimal
points) and is statistically significant at p < .01 (see figure .000 parallel to Sig. (2-
tailed) ). To put it another way, I can be 99% sure that the correlation coefficient
occurred for reasons other than chance. For the correlation between the total scores
of the Reading and Essay (TTLESSAY) tests, the r = .69 at p < .01 too. The
correlation coefficient between the third pair, the Reading and the Dictation
(TOTALDIC) tests is r = .75 at p < .01. With reference to the second column, the
correlation coefficient between the Grammar and the Essay Test is r - .70 at p <01.
The second correlation that needs to be reported in the second column is between the
total scores of the Grammar and the Dictation Tests: the r = .71. The last correlation
that needs to be reported is between TTLESSAY and TOTALDIC in the third
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column: the r = .71 at p < .01. From this result, we may stress here that the average
correlation coefficients of the total scores for the sub-tests when these total scores are
calculated are between r = .70 and .75. If we adopt Rowntree's suggestion (op. cit.),
we may say that the correlation coefficients for the total scores of the tests are just
enough to be described as strong, high and marked. If we accept the suggestion by
Hughes (1992), we may say that the correlation coefficients of the test's scores are
more than satisfactory and will contribute well to the total test (if calculated). If we
consider the opinion of Green and Weir (1998), we may conclude that the f s for
these tests are within the 'acceptable' range of the correlation. With reference to the
null hypothesis, since the probability of the occurrence by chance is always less than
.01, I am obliged to reject H0 because there is a correlation between the scores of
different tests for the same candidates and this correlation does occur because of
some factor other than chance.
To get a clearer picture and interpretation of the correlation and relationship
for the candidates' scores, I use a simple scatterplot, "... a form of visual
representation, similar to the histogram, bar graph, ... that allows for representing two
sets of scores at the same time and examining their relationship" (Brown, op. cit: 152).
From the shape and slope of the plotted points, the correlation coefficient of two
scores for the same candidates is considered strong if "the plotted points on the
'scatter' diagram lie on a straight line" (Rowntree, op. cit: 161). This means that the
nearer the plotted points to the straight line, the stronger the relationship between the
two scores, and the more scattered the plotted points from the straight line, the
weaker the relationship between the two scores. In addition, to see how significant
was the correlation coefficient for the test (in the hypothetical distribution of
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correlation coefficients), I calculated the Standard Error of the Correlation Coefficient
(SEf). According to Rowntree, (op. cit: 166), "...we can estimate the SEr by squaring
the correlation coefficient, subtracting it from one, and then dividing it by the square
root of the number of pairs in the sample". The description of the scatter plots below
starts first with the correlation coefficient for the scores of the Reading and Grammar
Tests:
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Figure 5-5: Scatterplot for the Reading and Grammar Tests
TTLREAD
From Figure 5-5, we note that the scores for the Reading Test (TTLREAD)
were on the x axis (horizontal) while the scores for the Grammar Test (TTLGRAM)
were on the y axis (vertical). The end line for the Reading Test is 60 because the
highest mark for this test was 59 and the end line for the Grammar Test is 50 because
the highest mark for this test was 48. It should be noted here that the position of the
variables (in this case the scores) is not affected by their position, i.e. horizontal or
vertical because the purpose of pooling these variables is to look for a relationship and
not the effect of one variable on another. From the shape and slope of the squares,
we can see clearly that the type of scatterplot for this correlation is called a positive
one, i.e. larger values on the Grammar Test scores tend to go with larger values on
the Reading Test and vice versa. Flowever, a small number of scores are scattered
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indicating the likelihood of some differences between the variables. This is justified
because the Reading Test was considered more difficult than the Grammar Test. The
SEr for this correlation, using the above calculation, can be calculated as 0.02. This
means that if we were to conduct the correlation coefficient of the same test, we
would expect to find that about 68% of the samples had correlation coefficients in the
range r + lSEr, i.e. 0.75 + 0.02. For about 95% of the samples the correlation
coefficients would be between r + 2SE/-, i.e. 0.75 + 0.04. And finally, about 99.7% of
the samples would lie between r + 3SE/y i.e. 0.75 + 0.06. To summarise, if the
correlation coefficients of the scores for the Reading and Grammar Tests are
calculated in a hypothetical distribution of r using the same number of candidates, we
would be sure the r for these scores is as follows:
68% sure r lies between + 0.73 and +0.77
95% sure r lies between +0.71 and +0.79
99.7% sure r lies between +0.69 and 0.81
316
Figure 5-6: Scatterplot for the Reading and Essay Tests
TTLREAD
The interpretation of the scatterplot for the correlation between the scores of
the Reading Test and the scores of the Essay Test is as described above: there is some
evidence of a positive relationship between the two variables (scores): as the students'
scores on TTLREAD increase so do their scores on TTLESSAY. It is observed
however that the relationship between the two scores was closer at the bottom and
started to scatter when they reached the top. It is also noted that a small number of
those who obtained good scores in the Reading Test obtained lower marks in the
Essay Test (small squares plotted under the straight line). This could be one of the
reasons why the correlation coefficient between these two scores was the lowest in
the rank: less than .70. The SEr, for these scores is 0.03. If we total up the
317
correlation coefficients of the scores for the Reading and the Essay Tests using the
SEr, the sure calculation of r would be:
68% sure r lies between + 0.66 and +0.72
95% sure r lies between +0.63 and +0.75
99.7% sure r lies between +0.60 and 0.78
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From the shape and slope of the quadrangles, we note that there is evidence of
a positive relationship between the scores of the Reading and the scores of the
Dictation Test. This boils down to saying that as the candidates' scores on
TTLREAD increase so do their scores on TOTALDIC. However, more than half of
the population of those who scored between 20 and 30 on TTLREAD secured very
low marks in TOTALDIC, ranging from 2 to 5 only. On the contrary, those who
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45 or 50 on TTLREAD. In my view, this phenomenon created a balance for the
relationship between these two scores and therefore resulted in a quite strong
correlation coefficient: r = .75. The SEr for these scores is the same with the SEr
between TTLREAD and TTLGRAM, i.e. 0.02, because of the same r. Hence, if I
totaled up the correlation coefficients of the scores for both tests using the SEr, the
calculation would be exactly as the first pair above (see scatterplot for the Reading
and Grammar Test).
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From the shape and slope of the diamonds in Figure 5-8, we can see that there
is clear evidence of a positive relationship between the two scores, that is, as the
candidates' scores on TTLGRAM increase so do their scores on TTLESSAY.
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It is also noted that the plotted points (candidates' scores) of both tests are
concentrated more at the bottom and middle parts rather than the upper part, i.e.
more candidates scored lower and average marks than higher marks. The SEr, for
these scores is 0.03. If I totaled up the correlation coefficients of the scores for the
Reading and the Essay Tests using the SEr, the sure calculation of r would be:
68% sure r lies between + 0.67 and +0.73
95% sure r lies between +0.64 and +0.76
99.7% sure r lies between +0.61 and 0.79
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From the shape and slope of the diamonds in Figure 5-9, we can see that there
is some evidence of a positive relationship between the two scores, that is, changes in
the candidates' scores on TTLGRAM are accompanied by changes in the candidates'
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However, the plotted points for both scores are more scattered from the straight line
if we compare this Figure with the previous Figures. A small number of candidates
who scored average marks for TTLGRAM seemed to obtain low marks for
TOTALDIC. This phenomenon did not affect the correlation coefficient of both
scores very much; hence we observed the r = 0.71. The SEr for these scores is 0.02.
The total of the sure calculation of r of the scores for the Reading and the Essay Tests
using the SEr would be:
68% sure r lies between + 0.69 and +0.73
95% sure r lies between +0.67 and +0.75
99.7% sure r lies between +0.65 and 0.77
Figure 5-10: Scatterplot for the Essay and Dictation Tests
TTLESSAY
From the shape and slope of the triangles in Figure 5-10, we can see that the
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relationship between two scores, that is, TTLESSAY and TOTALDIC are the same,
i.e. towards the positive direction. The interpretation of the plotted points for both
scores is almost the same as in the previous Figures, especially Figures 5-8 and 5-9.
This is justified because these three pairs have very similar correlation coefficients: .70
and .71. The calculation of the SEr for these pairs shows that they have the SEr of
0.03 and the sure calculation of r would be:
68% sure r lies between + 0.68 and +0.74
95% sure r lies between +0.65 and +0.77
99.7% sure r lies between +0.62 and 0.80
It is noted from the above discussion that the true correlation of all pairs in the
above Figures lie down within 3 standard errors. The reason is very simple: "...the
bigger the correlation coefficient, the larger would be the number subtracted from 1,
and the smaller the number into which the square root of the sample size is divided;
and so the smaller the size of the standard error" (Rowntree op. cit: 166). Moreover,
the number of the samples acts positively in reducing the SEr. "...The larger the
sample, the larger the square root we divide by, and hence the smaller the standard
error [of the correlation coefficient]" (op. cit.).
To draw the conclusion of the last aspect of the statistical analysis of the test,
the correlation, I may stress here that two factors, the high coefficient and the
relatively large number of samples, have contributed greatly to the significance of the
relationship of total scores of these sub-tests. In addition, the proper selection of the
items for the test, discussed earlier in the discussion of content validity, and the
modification of these items in the course of the pilot study, have indeed contributed to
the high correlation coefficient.
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5.5 Concurrent validity
As discussed in Chapter Two (see 2.2.2.2.1), concurrent validity involves the
comparison of the test scores with some other measures for the same candidates taken
at roughly the same time as the test. Alderson et ol. (1995) suggest that 'some other
measures' can be scores from a parallel version of the same test, the testees' self-
assessments of their language abilities, or candidates' ratings on a number of relevant
dimensions by teachers, subject experts or other informants. Gronlund (1982), Harris
(1988) and Brown (1996) stress that the parallel test must be a test that is already a
well-established measure of the construct involved. Brown (op. cit.) for example
suggests that in the light of English language testing, the comparison should be with
such tests as the Test ofEnglish as a Foreign Language (TOEFL) because this kind
of test is a well-established one.
Some researchers think that it is difficult to obtain concurrent validity.
Morrow (1979) (in Kattan 1990), for example, argues that, in English language
testing, we cannot externally validate the test because there are no similar tests to
compare it with. Clapham and Hughes (1988), (also in Kattan op. cit.), however,
argue that although such validation studies are difficult, this does not mean this kind
of validity is unnecessary. Clapham and Hughes (in Kattan, op. cit:275) add that "if
we do not check the test against external criteria, how can we know whether it is
assessing the candidates with any degree of accuracy?" Davies (1984) (in Kattan, op.
cit.) shares this view with Clapham and Hughes when he insists that "...the external
criterion, however hard to find and however difficult to operationalise and quantify,
remains the best evidence of a test's validity" (p.275). Another difficulty
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encountered, with reference to concurrent validation, is that we cannot claim that a
test has validity simply because of a high correlation between any two tests, if the
other test does not measure the same construct. Thus Hawkey (1982) (in Kattan op.
cit.) states that "...other tests available as criteria for concurrent validation are likely
to be less integrative/communicative in construct and format and thus not valid as
references for direct comparison" (p.275).
After considering the above opinions, I discovered that it is indeed very
difficult to obtain scores from the same students from a parallel test taken at roughly
the same time as the placement test, especially if we search for a test at the level of
TOEFL and the like in Arabic. I therefore decided to employ two types of measures:
first the students' self-assessments of their language abilities; and second the results
from the entrance examination which was not taken at the same time as the placement
test, but which tested the same construct. The details of these two measures are
discussed under the individual topics below. It is also important to stress here that I
am not over optimistic about the results of these two measures. This is due to the fact
that items in the parallel test, in this case the entrance examination, were not, to the
best of my knowledge, statistically and empirically analysed. Therefore, if the
correlation coefficient is found to be low or negative, this may be as a result of low
content validity of the items in the parallel test. It may also be because the items in
the parallel test, statistically, had a very low item facility or item discrimination.
5.5.1 The students' self-assessment
The effort to involve the learner in the concurrent validation is considered by
some educationists as a new development in educational psychology which
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emphasises the central role of learners. Rea (1985) for example, states that in the
communicative curriculum, the learner is seen as an active participant at all stages of
the teaching and learning process, including evaluation. Self-assessment, for example,
aims to involve the learner in making evaluative judgements on his or her own
performance. Alderson et al. (1995:177) also state that the concurrent validity of the
test may be obtained by comparing the results of the candidates with "...the
candidates' self-assessment of their language abilities...". Alderson et al. (op. cit.)
further suggest that the comparison is "...usually expressed as a correlation coefficient
ranging in value from -1.0 to +1.0". Alderson et al. however do not seem to be very
optimistic as to whether the comparison of the results of the test with the self-
assessment will produce a high correlation coefficient:
"Most concurrent validity coefficients range from +.5 to +.7 - higher coefficients are
possible for closely related and reliable tests, but unlikely for measures like self-
assessments..." (p .178).
To obtain the student's self assessment of their ability in such a placement test,
I prepared a simple questionnaire which included the specific skill areas and enabling
skills that made up the design test (see Appendix A.3.2: 532-34). The questionnaire
was divided into four parts: Reading, Grammar, Dictation, and Essay Tests. The
students were asked to assess their ability using a four-point scale:
1 = very weak
2 = weak
3 = good
4 = very good
For the Reading Test, the questions included most of the reading skills that are
incorporated in the test (see Appendix A.3.2: 532). There were nine questions: the
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first six were aimed at the test while the last three were explicitly aimed at the test
itself. With regard to the Grammar Test, five questions were asked (see Appendix
A.3.2: 533). Question one included five sub-questions that were related to syntax
while question two included three sub-questions that were related to morphology,
which made a total of eleven questions altogether. Eight questions could be said to be
implicit and the last three were explicitly related to the test itself. As for the Dictation
Test, there were eight questions: all questions were explicitly related to the test (see
Appendix A.3.2: 533-34). For the Essay Test, five questions were set up: each of
them was related to the test through the marking scheme, i.e. the content and the
organisation of ideas, the uses of grammar, vocabulary, and punctuation (see
Appendix A.3.2: 534).
To prevent the students from being influenced by the test, I distributed the
questionnaire two months after the placement test had taken place. Among the
problems I encountered during the administration of this questionnaire was the
difficulty of distributing the forms to the target students. Many of them were absent
from lectures, which was the primary way to see them. Three weeks before the end
of the session, 47 students, out of 413, had not yet answered the questionnaire. I had
no other choice than to put their names on the notice board asking them to collect the
forms from the AIS administration office, fill them in, and then return them to the
same office.
Before analysing the result of the correlation coefficient, I establish below the
null and alternative hypotheses for concurrent validity:
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There is no correlation between the items of the test and the students' self-
assessment. Therefore, the r = 0.00. (H0)
There is a correlation between the items of the test and the students' self-
assessment. (Hi)
5.5.1.1 The results
When analysing the result, the means for the students' self-assessment are
displayed first, together with the means for the actual performance in the placement
test for the purpose of comparative study. Then the results from the former will be
plotted with the results from the latter to obtain the correlation coefficient (r) from
which the confirmation as to whether the correlation between these two variables is
calculated as high or low is derived The analysis of the Reading Test is discussed
first. This is then followed by the Grammar, the Dictation, and lastly the Essay Tests.
5.5.1.1.1 The Reading Test
After close scrutiny, 1 found that five criteria (see Table 5-15 below) from the
questionnaire form were closely related to the test. With regard to the questions in
the Reading Test, I chose several questions to be correlated with the criteria: nineteen
(1-6, 13-15, 16-25) (see Appendix A.2.3: 470-73) for the first criterion, eleven (7-10,
11-12, 26-30) (see Appendix A.2.3: 471, 472, 474) for the second, the total marks for
Part One for the third, the total marks for Part Two for the fourth, and the total marks
for Part Three for the fifth criterion. Table 5-15 below displays the means for both
the questionnaire and the Reading Test. Since the total marks for both variables differ
from each other, the means are calculated in percentage.
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Table 5-15: The means (in percentage) for the students' self-assessment and
performance
Criteria:
1. Understanding texts not
related to the area of study
2. Understanding texts related
to the area of study
3. Answering multiple-choice
questions format
4. Answering true-false questions
format
5. Answering cloze test format











We can see from Table 5-15 the means for the students' self-assessment and
performance. The percentages for performance are obtained by calculating the means
for all the questions related to the criteria, dividing these means by the total number of
the questions and then multiplying by one hundred. From the data in Table 5-15, we
may suggest the following: the means for the students' self-assessment for three
criteria, 1, 2 and 3, are closely related to their actual performance. In other words,
the overall opinion of the students' regarding their ability in these three criteria
matched their actual performance in the test. However, the means for criterion 5 did
not agree with the students' performance. The mean shows that the students
overestimated their actual capability in the cloze test. For the fourth criterion, we
may say that the means between self-assessment and performance are at the average
level.
The percentages for both variables (self-assessment and performance) in Table
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5-15 however, do not indicate the actual relationship of self-assessment and
performance for the same candidate. To see the relationship between these two
variables, we need to run the correlational analysis. Table 5-16 below displays the
correlation coefficient (r) between the students' self-assessment and their performance
for the first criterion:
329
Table 5-16: The r for understanding texts not related to the area of study
READ5
VAR00001 Pearson Correlation -.099
Sig. (2-tailed) .044
N 413
VAR00002 Pearson Correlation -.012
Sig. (2-tailed) .804
N 413
VAR00003 Pearson Correlation -.004
Sig. (2-tailed) .939
N 413
VAR00004 Pearson Correlation -.047
Sig. (2-tailed) .339
N 413
VAR00005 Pearson Correlation .016
Sig. (2-tailed) .742
N 413
VAR00006 Pearson Correlation .041
Sig. (2-tailed) .405
N 413
VAR00013 Pearson Correlation .025
Sig. (2-tailed) .606
N 413
VAR00014 Pearson Correlation .045
Sig. (2-tailed) .364
N 413
VAR00015 Pearson Correlation .005
Sig. (2-tailed) .919
N 413
VAR00016 Pearson Correlation -.010
Sig. (2-tailed) .842
N 413
VAR00017 Pearson Correlation -.073
Sig. (2-tailcd) .137
N 413
VAR00018 Pearson Correlation .000
Sig. (2-tailed) .996
N 413
VAR00019 Pearson Correlation -.016
Sig. (2-tailed) .748
N 413
VAR00020 Pearson Correlation .065
Sig. (2-tailed) .187
N 413
VAR00021 Pearson Correlation -.029
Sig. (2-tailed) .553
N 413
VAR00022 Pearson Correlation .074
Sig. (2-tailed) .132
N 413
VAR00023 Pearson Correlation .070
Sig. (2-tailed) .155
N 413
VAR00024 Pearson Correlation -.025
Sig. (2-tailed) .607
N 413
VAR00025 Pearson Correlation .035
Sig. (2-tailed) .480
N 413
* Correlation is significant at the 0.05 level (2-tailed).
** Correlation is significant at the 0.01 level (2-tailed).
From Table 5-16, we note that the correlation coefficients between the
students' self-assessment of their ability (READ5) and their performance
(VAR00001-VAR00025) (see Appendix A.2.3: 470-73) on understanding texts not
related to the area of their study, are very low and not statistically significant at either
p < .01 or p < .05. For example, the correlation coefficient between READ5 and
VAR00018 has the r = .00. This means that no relationship exists between the two
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sets of variables. Nine items have the negative r. This indicates that the larger values
on the students' self assessment seemed to go with smaller values on the students'
performance and vice versa. Put differently, those who said that they are good at
understanding texts not related to their area of study obtained low marks in the
questions related to that criterion and vice versa. Whether the r is positive, or zero or
negative, the possibility that the correlation coefficient occurred by chance, in every
item, is very high. This could be seen from the test significance at 2-tailed that all p >
.01 or p > .05. For example, Question 15 has p > .919, which means more than 91%
correlation coefficient happened by chance.
Table 5-17 below displays the r between the students' self assessment and
their performance for the second criterion, understanding texts related to the area of
study.
Table 5-17: The r for understanding texts related to the area of study
READ6
VAR00007 Pearson Correlation .066
Sig. (2-tailed) .183
N 413
VAR00008 Pearson Correlation .131**
Sig. (2-tailed) .008
N 413
VAR00009 Pearson Correlation .074
Sig. (2-tailed) .133
N 413
VAR00010 Pearson Correlation .054
Sig. (2-tailed) .274
N 413
VAR00011 Pearson Correlation .022
Sig. (2-tailed) .650
N 413
VAR00012 Pearson Correlation .045
Sig. (2-tailed) .363
N 413
VAR00026 Pearson Correlation .137**
Sig. (2-tailed) .005
N 413
VAR00027 Pearson Correlation -.018
Sig. (2-tailed) .708
N 413
VAR00028 Pearson Correlation .057
Sig. (2-tailed) .252
N 413
VAR00029 Pearson Correlation -.028
Sig. (2-tailed) .575
N 413
VAR00030 Pearson Correlation .050
Sig. (2-tailed) .310
N 413
** Correlation is significant at the 0.01 level (2-
tailed).
* Correlation is significant at the 0.05 level (2-
tailed).
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From Table 5-17, we note that the correlation coefficients between the
candidates' self-assessment (READ6) and their performance (VAR0007-VAR00030)
(see Appendix A.2.3: 471-74) are similar to the first criterion: very low. Except for
two items (8 and 26), the correlation coefficients for all items are statistically not
significant at either p < .01 or p < .05. All the interpretation relating to Table 5-16
above is relevant and sound when applied to the description of the findings in Table 5-
17.
In Table 5-18 below, I display the correlation coefficient between the
students' self-assessment (READ7-READ9) and their performance (TOTALRA-
TOTALRC) for the third, fourth, and fifth criteria. Since the figures for these criteria
are not as numerous as for the first two criteria above, I display the figures in one
table.
Table 5-18: The r for answering questions in multiple-choice, true-false, and
cloze formats
READ7 READ8 READ9
TOTALRA Pearson Correlation .259** .123 .238
Sig. (2-tailed) .000 .013 .000
N 413 413 413
TOTALRB Pearson Correlation .254 .163** .217
Sig. (2-tailed) .000 .001 .000
N 413 413 413
TOTALRC Pearson Correlation .250 .155 .268**
Sig. (2-tailed) .000 .002 .000
N 413 413 413
** Correlation is significant at the 0.01 level (2-tailed).
* Correlation is significant at the 0.05 level (2-tailed).
From Table 5-18, we note that the correlation coefficients for the three criteria
are still low: the r between READ7 (students' self-assessment) and TOTALRA (the
total marks obtained by the students for Part A) is .26; the r between READ8 and
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TOTALRB is .16; and the r between READ9 and TOTALRC is .27. However, these
correlation coefficients are statistically significant at p<01 as indicated by the (**)
flag. In other words, we can be 99% sure that the correlation coefficients occurred
for reasons other than chance.
5.5.1.1.2 The Grammar Test
A close scrutiny of the questionnaire reveals that from the total of eleven
criteria, eight can be plotted with the test items to examine the correlation coefficient
(see Table 5-19 below for the details of these criteria). With regard to the Grammar
Test paper, several questions were chosen to be correlated with these criteria (see
Appendix A.2.3: 475-79): five (32, 33, 38, 39, 42) for the first criterion; three (5, 21,
36) for the second; five (3, 15, 22, 23, 37) for the third; five (4, 9, 11, 24, 28) for the
fourth; seven (7, 8, 10, 16, 26, 27, 41) for the fifth; four (12, 19, 29, 30) for the sixth;
the total marks of Part A for the seventh; and the total marks of Part B for the eighth
criterion. In Table 5-19 below, I display first the calculation of the means for the
students' self-assessment and their performance in the Grammar Test for a
comparative study. Since the scales for both variables differ from each other, the
means are calculated in percentage.
Table 5-19: Means (in percentage) of self-assessment and performance for the
Grammar Test
Criteria: self-assessment (%) performance (%)
1. Understanding i 'rab 64 39
2. Understanding nakira and ma"rifa 70 41
3. Understanding mubtada' and khabar 72 65
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4. Understanding kana and its sisters 68 39
5. Understanding inna and its sisters 67 45
6. Understanding mufrad, muthanna, and jam ' 74 38
7. Answering the Grammar questions using the
multiple choice format 66 46
8. Answering the grammar questions using the
true-false format 64 70
We note from Table 5-19 that except for two criteria (3 and 8), the means for
the students' self-assessment do not agree with their performance in the test: the
means for their self-assessment are higher than their performance ranging between 22
and 30%. The students overestimated their actual ability especially in answering
questions related to the grammar topics. With regard to the third and eighth criteria,
we may say that the means for the students' self-assessment are, more or less, the
same as their performance in the test; the difference is between 6 and 7% only.
To examine the relationship between the self-assessment and the performance
of the same candidate, the variables were plotted using the SPSS programme. Tables
5-20 to 5-25 below display the correlation coefficient (r) of the test and the test
significance based on the criteria described above.
Table 5-20: The r for Vrab
GRM1A
VAR00032 Pearson Correlation .139**
Sig. (2-tailed) .005
N 413
VAR00033 Pearson Correlation .135**
Sig. (2-tailed) .006
N 413




VAR0003C Pearson Correlation .170**
Si«. (2-tailed) .001
N 412
VAR00042 Pearson Correlation .082
Sig. (2-tailed) .09S
N 412
** Correlation is significant at the 0.01 level (2-tailed).
* Correlation is significant at the 0.05 level (2-tailed).
From Table 5-20, we note that the correlation coefficient between the
students' self-assessment (GRM1A) and their actual performance (VAR00032-42) on
the i rab topic is very low, ranging between .05 and .17. This means that those
students who thought they were good at Vrab obtained low scores in the questions
related to this topic or vice versa. With reference to the test significance, the r for
three items is at p < .01. This figure indicates only 1% probability that the r for these
three items occurred by chance alone. The r for the other two items is not significant
at either p < .01 or p < .05.
Table 5-21: The r for nakirah and ma *rifah
GRM1B
VAROOOOf Pearson Correlation .057
Sig. (2-tailed) .249
N 413
VAR00021 Pearson Correlation .112*
Sig. (2-tailed) .022
N 413
VAR0003f Pearson Correlation .084
Sig. (2-tailed) .089
N 413
* Correlation is significant at the 0.05 level (2-tailed).
From Table 5-21, we note that the r between the students' self-assessment of
their ability (GRM1B) and their actual performance (VAR0005-VAR00036) on
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nakirah and ma'rifah topics is very low. In terms of test significance, only the r
between the GRM1B and VAR00021 is at p < .05.
Table 5-22: The r for mubtada' and khabar
GRM1C
VAR00003 Pearson Correlation .105*
Sig. (2-tailed) .032
N 412
VAR00015 Pearson Correlation .168**
Sig. (2-tailed) .001
N 413
VAR00022 Pearson Correlation .116**
Sig. (2-tailed) .01*
N 413
VAR00023 Pearson Correlation .207**
Sig. (2-tailed) .ooc
N 412
VAR00031 Pearson Correlation .031
Sig. (2-tailcd) .52*
N 413
* Correlation is significant at the 0.05 level (2-tailed).
** Correlation is significant at the 0.01 level (2-tailed).
Table 5-22 shows that the r between the students' self-assessment of their
ability (GRM1C) and their performance in the test, for mubtada' and khabar, is very
low. Only the relationship between GRM1C and VAR00023 has the r = .20.
However, four items have the r at either p < .01 or p < .05.
Table 5-23: The r for kana and its sisters
GRM1E
VAR00004 Pearson Correlation .198**
Sig. (2-tailed) .OOC
N 412
VAROOOOf Pearson Correlation .166**
Sig. (2-tailed) .001
N 413




VAR00024 Pearson Correlation .254**
Sig. (2-tailed) .ooc
N 413
VAR0002£ Pearson Correlation .118*
Sig. (2-tailed) .016
N 413
** Correlation is significant at the 0.01 level (2-tailed).
* Correlation is significant at the 0.05 level (2-tailed).
In Table 5-23 above, we observe that the r between the students' self-
assessment of their ability (GRM1D) and their performance in the test, for kana and
its sisters, is very low. However, the r's for four variables are statistically significant
at p <.01 and the r for another variable is at p < .05.
Table 5-24: The r for inna and its sisters
GRM1E
VAR00007 Pearson Correlation .167**
Sig. (2-tailed; .001
N 413
VAR0000S Pearson Correlation .182**
Sig. (2-tailed) .OOC
N 413
VAR0001C Pearson Correlation .191**
Sig. (2-tailed) .OOC
N 413
VAR0002C Pearson Correlation .07C
Sig. (2-tailed) .15S
N 413
VAR00041 Pearson Correlation .105*
Sig. (2-tailed) .033
N 413
** Correlation is significant at the 0.01 level (2-tailed).
* Correlation is significant at the 0.05 level (2-tailed).
Table 5-24 indicates that the r between the students' self-assessment of their
ability (GRM1E) and their performance in the test for inna and its sisters is very low.
Three variables have the r significant at p < .01 and one variable has the r at p < .05.
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Table 5-25: The r for mufrad, muthanna and jam*
GRM2A
VAR00012 Pearson Correlation .066
Sig. (2-tailed) .183
N 413
VAR0001S Pearson Correlation .092
Sig. (2-tailed) .061
N 413
VAR0002S Pearson Correlation .07'
Sig. (2-tailed) .US
N 413
VAR0003C Pearson Correlation .081
Sig. (2-tailed) .101
N 413
** Correlation is significant at the 0.01 level (2-tailed).
Table 5-25 shows that the r between the students' self-assessment of their
ability (GRM2A) and their performance in the test for mufrad, muthanna and jam' is
very low: less than 0.1 and not significant at either p < .01 or p < .05.
Table 5-26: The r for multiple-choice and true-false formats
GRM3 GRM4
TOTALGA Pearson Correlation .306** .320
Sig. (2-tailed) .000 .000
N 413 413
TOTALGE Pearson Correlation .251 .269**
Sig. (2-tailed) .000 .000
N 413 413
** Correlation is significant at the 0.01 level (2-tailed).
Table 5-26 displays the relationship for two criteria: the first refers to r
between the students' self-assessment of their ability (GRM3) and their performance
(TOTALGA) in answering the Grammar Test with the multiple-choice format; and
the second refers to the r between their self-assessment (GRM4) and their
performance (TOTALGB) in answering questions with the true-false format. The
correlation coefficients for any of the criteria are relatively low: .31 and .27
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respectively at p <.01.
5.5.1.1.3 The Dictation Test
From the total of eight criteria, 1 chose five only to examine the correlation
coefficient (see Table 5-27 below for the details of these criteria). With regard to the
students' performance, several questions were chosen: the total marks for the first
criterion; four questions (1, 17, 21, 22) for the second; four (3, 5, 10, 14) for the
third; two (4, 11) for the fourth, and lastly three questions (16, 24, 25) for the fifth
criterion (see Appendix A.2.5: 505). Table 5-27 below summarises the means for the
students' self-assessment and their performance in the Dictation Test for a
comparative study.
Table 5-27: Means for the students' self-assessment and their performance for
the Dictation Test
Criteria: self-assessment (%) performance (%
1. Writing all items dictated 68 55
2. Determining whether the dictated
word is one or more than one word 71 48
3. Writing words that have
alif lam Oamariyya 76 62
4. Writing words attached to
alif lam Shamsiyya 75 49
5. Determining the long and short vowels 70 31
From Table 5-27, we may suggest that the students overestimated their ability
for the criteria listed above; their means of their self-assessment are higher than their
performance in the test between 13 to 39%. To see the correlation coefficient for
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those criteria, the scores of the students' self-assessment and their performance in the
test was correlated. Table 5-28 to Table 5-30 below display the results of this
correlation:
Table 5-28: The r for the first and second criteria: writing what was dictated
and determining the words
DICT1 DICT2
TOTALDIC Pearson Correlation .288** .252
Sig. (2-tailed) .000 .ooc
N 413 412
VAR00001 Pearson Correlation .147 .06(
Sig. (2-tailed) .003 .177
N 413 412
VAR00017 Pearson Correlation .115 .082
Sig. (2-tailed) .019 .091
N 413 412
VAR00021 Pearson Correlation .225 .175**
Sig. (2-tailed) .000 .00(
N 413 412
VAR00022 Pearson Correlation .079 -.051
Sig. (2-tailed) .109 .301
N 413 412
** Correlation is significant at the 0.01 level (2-tailed).
* Correlation is significant at the 0.05 level (2-tailed).
From Table 5-28 above, we note that the correlation coefficient between the
students' self assessment (DICT1) and their performance (TOTALDIC) for the first
criterion is low: .29, at p < .01. With regard to the second criterion, the correlation
coefficient between the students' self-assessment (DICT2) and their performance in
the test is very low too. The r between DICT2 and VAR00022 is -.05 The negative r
indicates that those who thought they were good in determining whether the word
that was dictated to them as one or more than one word obtained low marks in their
actual performance and vice versa. However, the correlation coefficient between
DICT2 and VAR00021 is at p < .01.
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Table 5-29: The r for determining alif lam Qamariyya
DICT3
VAR00003 Pearson Correlation .125'
Sin. (2-tailed) .011
N 413
VAROOOOf Pearson Correlation .065
Sin. (2-tailcd) .18*
N 415
VAR0001C Pearson Correlation .120'
Sin- (2-tailed) .01-1
N 413
VAR00014 Pearson Correlation .174*'
Sin- (2-tailed) .ooc
N 413
* Correlation is significant at the 0.05 level (2-tailed).
** Correlation is significant at the 0.01 level (2-tailed).
In Table 5-29, we note that the correlation coefficients between the students'
self-assessment (DICT3) and their performance (VAR0003-VAR00014) for the third
criterion are very low: less than .20. With reference to the test significance, two f s
are at p < .05 and one r is at p < .01.
Table 5-30: The r for two criteria: determining alif lam Shamsiyya (DICT4) and
the long and short vowels (DICT8)
DICT4 DICT8
VAR00004 Pearson Correlation j 79* * .185
Sig. (2-tailed) .000 ,00(1
N 413 413
VAR00011 Pearson Correlation .1%** .119
Sin- (2-tailed) .000 .016
N 415 413
VAR00016 Pearson Correlation .07* .118*
Sin- (2-tailed) .113 .017
N 413 413
VAR00024 Pearson Correlation .12* .102*
Sin- (2-tailed) .009 .039
N 413 413
VAR00025 Pearson Correlation .126 .182**
Sin. (2-tailed) .011 .006
N 413 413
** Correlation is significant at the 0.01 level (2-tailed).
* Correlation is significant at the 0.05 level (2-tailed).
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Table 5-30 includes the correlation coefficients for two criteria: the fourth and
the fifth. The r between the students' self-assessment and their performance for either
criterion, as shown in Table 5-30 above, is very low. The f s for these variables are at
either p < .05, (for two f s), or p < .01, (for three r's).
5.5.1.1.4 The Essay Test
All criteria in the questionnaire were chosen to examine the correlation
coefficient. With regard to the students' performance, all except the total marks were
chosen to be correlated with those criteria. The discussion starts with the calculation
of the means for the students' self-assessment and their performance in the Essay Test
for a comparative study.
Table 5-31: Means for the students' self-assessment and their performance for
the Essay Test
Criteria:
1. The content of the essay
2. The organisation of the idea
3. The use of grammar in writing an essay
4. The use of vocabulary in writing an essay
5. The use of punctuation eg. spelling etc.






We note from Table 5-31 that except for two criteria (3 and 4), the means for
the students' self-assessment do not agree with their performance in the test: the
means for their self-assessment are higher than the means for their performance,
ranging between 9% and 15%. From the data in Table 5-31 above, we may say that
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the students overestimated their actual ability, especially with regard to the criteria
related to the content and organisation of the idea. With regard to the third and
fourth criteria, we may say that the means for the students' self-assessment do, more
or less, agree with their performance in the test. The differences are very small: 2%
and 4% only.
To examine the relationship between self-assessment and performance, the
variables were plotted using the SPSS programme. Table 5-32 below displays the
correlation coefficient (r) of the test and the test significance based on the criteria
described above. Since the variables for both self-assessment or performance are
small in quantity, they are displayed in one table.
Table 5-32: The r for the criteria of the Essay Test
ESSAY 1 ESSAY2 ESSAY3 ESSAY4 ESSAYf
CTN.ORC Pearson Correlatior .082 .093 .147 -.005 .247
Sig. (2-tailed) .096 .060 .003 .925 .ooc
N 413 413 413 413 413
GRAMMAR Pearson Correlation .067 .129 .136*" .024 .191
Sig. (2-tailed) .177 .009 .006 .631 .OOC
N 413 413 413 413 413
VOCAE Pearson Correlation .073 .101 .102 .022 .218
Sig. (2-tailed) .138 .040 .039 .657 .OOC
N 413 413 413 413 413
MECHANIC Pearson Correlation .095 .071 .108 .036 .244**
Sig. (2-tailed) .053 .151 .028 .466 .OOC
N 413 413 413 413 413
** Correlation is significant at the 0.01 level (2-tailed).
* Correlation is significant at the 0.05 level (2-tailed).
From Table 5-32 above, we note the correlation coefficients between the
students' self-assessment (ESSAY1, ESSAY2, and ESSAY4) and their performance
(CTN.ORG and VOCAB) for the first, second, and third criteria are very low: less
than .1 and statistically not significant at either p < .01 or p < .05. We also note that
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the correlation coefficients between the students' self-assessment (ESSAY3 and
ESSAY5) and their performance (GRAMMAR and MECHAN) are also low but
statistically significant at p < .01.
From the results of the students' self assessment above, we draw the following
conclusions:
(A) The correlation coefficient between the students' self assessment and their actual
performance in the criteria is generally very low. This indicates that the use of
students' self-assessment to examine the concurrent validity of the placement test
does not work in this case. The students, consciously or unconsciously, expressed
opinions which did not always agree with their actual performance in the test.
However, a very small number of them, as indicated in the result above, tended to
have the same degree of assessment between their opinion and their performance.
(B) The statistics above show that the significance of the test (p < .01 or p < .05) does
not necessarily indicate that the correlation coefficient should indicate a high
correlation too. This means that the test may be statistically significant although
the correlation coefficient is quite low. This probably explains what Rowntree
(1991) means when he says that "...in the majority of cases, the question of
'satisfactoriness' [significance] is totally irrelevant" (p. 170). However, the test
significance proves that a very low or a negative correlation coefficient will cause
the test to be not statistically significant.
(C) Since the correlation coefficients of most criteria in the test are low, we are
obliged to accept the null hypothesis and therefore reject the alternative hypothesis
for the variables with zero or negative correlation coefficients and not statistically
significant at either p < .01 or p < .05. With reference to the variables with
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positive correlation coefficients which were statistically significant at either p < .01
or p < 05, we are obliged to accept the null hypothesis too because the correlation
coefficients were very low.
5.5.2 Parallel test result
The second measure of concurrent validity are the results of the examination
which took place before the placement test was administered I obtained the results
for the examination by asking the students to write down their grades on the spaces
provided in the questionnaire form. I have to stress here that with this method, the
grades that were collected depended totally on what was written by the students.
There was no counter check to verify the data.
If we refer to the original definition of concurrent validity, we find that the
grades did not exactly parallel the test in terms of time. This is because the
examination was administered either three or five months before the students
matriculated at the university. Those who were admitted based on their results from
the Higher Certificate of Education (HCE) took the Arabic paper for that examination
in December. On the other hand, those who were admitted based on their results
from the pre-AIS programme sat the Arabic paper at the end of the programme,
usually at the beginning of March.
There are two main reasons why this type of test is valid, in examining
concurrent validity of the placement test:
(a) the contents of these tests are, more or less, the same as the content of the
placement test. The pre-AIS examination and the HCE certificate are the
achievement tests: they assign grades, or certify mastery; while the current test is a
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placement test: it determines entry performance. This means that those who
scored good marks in the former test also tended to score good marks in the latter
test and vice versa because either the achievement or the placement is a
"...representative sample of course objectives" (Gronlund, 1982:19); and
(b) there was no learning activity between the first and the second test, i.e. between
January and May or between April and May. This boils down to saying that the
students depended on the same knowledge of Arabic to answer the questions for
both test papers. The only difference which may have influenced the result is that
the students took the achievement test immediately after they completed the course
(the information was still fresh) while for the placement test they took it before
they started the new course.
The number of papers and the skills tested for the HCE and the pre-AIS
examination are summarised as follows:
(a) for the HCE, there were three papers: Paper 1 for oral skills; Paper 2 for grammar,
writing and reading skills, Paper 3 for Arabic literature (nusus wa tarikh al-adab),
and the total overall score for these papers (I classified this as Paper 4);
(b) for the pre-AIS examination, there were four papers: Paper 1 was for syntax and
morphology skills; Paper 2 was for writing skills (essay); Paper 3 was for Arabic
Rhetoric (balaghah); and Paper 4 was for Arabic literature (nusus wa tankh al-
adab).
The students were assigned grades from A to D for pass marks and F for fail
marks. For the purpose of the data interpretation, 1 re-coded these grades into
numbers as follows: 1 = D; 2 = C; 3 = B; and 4 = A. The frequency analysis indicated
that no fail grade was disclosed. However, several students did not disclose their
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grades: 51 for Paper One, 49 for Paper Two, and 42 for Paper Three. The most
probable reasons are that they forgot their grades or they were unwilling to disclose
their low grades. All of the blank spaces (no grades given) were assigned with
number 1 (D) to avoid missing values in the data.
Before the correlation coefficient for these tests was examined, one null and
one alternative hypothesis were set up. The null hypothesis for the second measure
was as follows:
There is no correlation coefficient between either the students' results for the
HCE or the pre-AIS examination and their results for the placement test.
Therefore the r = 0.00;
while the alternative hypothesis for the second measure was:
There is correlation coefficient between either the students' results for the
HCE or the pre-AIS examination and their results for the placement test.
Below is the description of the correlation coefficient of the results of both
tests. The result of the Reading Test is discussed first followed by the Grammar Test,
the Essay Test and lastly the Dictation Test.
5.5.2.1 The Reading Test
Table 5-33 displays the correlation coefficient between the Reading Test and
both the results of the HCE certificate and the pre-AIS examination:
Table 5-33: The correlation between the Reading and the parallel tests
TOTLREAD
P1RECODE Pearson Correlation .601**
Sig. (2-tailed) .OOC
N 413
P2RECODE Pearson Correlation .448**
Sig. (2-tailed; .00(
N 413




P4RECODE Pearson Correlator .583**
Sig. (2-tailed; .oot
N 413
** Correlation is significant at the 0.01 level (2-tailed).
From Table 5-33, we note that the r between the Reading Test and Paper One,
Two and Four are moderate: .60; .45; and .59 respectively at p < .01. The r between
the Reading Test and Paper Three is quite low: .34. This is justifiable because Paper
Three was related to Arabic literature and Arabic Rhetoric. It is normal for students,
to the best of my knowledge, to obtain low marks for this paper.
5.5.2.2 The Grammar Test
Table 5-34 displays the correlation coefficient between the Grammar Test and
the results of both the HSC certificate and the pre-AIS examination:





P2RECODE Pearson Correlation .462**
Sig. (2-tailed; .OOC
N 413
P3RECODE Pearson Correlation .380**
Sig. (2-tailed) .00C
N 413
P4RECODE Pearson Correlation .548**
Sig. (2-tailed) .000
N 413
** Correlation is significant at the 0.01 level (2-tailed).
From Table 5-34, we note that the r between the Grammar Test
(TOTALGRM) and the grades for the three papers (PI, P2 and P4RECODE) are
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moderate too: .60; .46; and .55 respectively, at p < .01.
5.5.2.3 The Essay Test
Table 5-35 below displays the correlation coefficient between the Essay Test
and the results of both the HCE certificate and the pre-AIS examination:
Table 5-35: The correlation between the Essay and the parallel tests
TTLESSAY
P1RECODE Pearson Correlation .578**
Sig. (2-tailed) .000
N 413
P2RECODE Pearson Correlation .442**
Sig. (2-tailed) .000
N 413
P3RECODE Pearson Correlation .385**
Sig. (2-tailed) .000
N 413
P4RECODE Pearson Correlation .548**
Sig. (2-tailed) .000
N 413
** Correlation is significant at the 0.01 level (2-tailed).
The f s between the total marks for the Essay Test (TTLESSAY) and the
grades for four papers (P1RECODE-P4RECODE) do not differ very much from the
first two tables: three correlation coefficients at moderate levels and one r relatively at
pc.01.
5.5.2.4 The Dictation Test
Table 5-36 below displays the correlation coefficient between the Dictation
Test and both the results of the HCE certificate and the pre-AIS examination:
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Table 5-36: The correlation between the Dictation and the parallel tests
TOTALDIC
P1RECODE Pearson Correlation .606**
Sig. (2-tailed) .000
N 413
P2RECODE Pearson Correlation .406**
Sig. (2-tailed) .000
N 413
P3RECODE Pearson Correlation .385**
Sig. (2-tailed) .000
N 413
P4RECODE Pearson Correlation .554**
Sig. (2-tailed) .000
N 413
** Correlation is significant at the 0.01 level (2-tailed).
From Table 5-36, we note that the correlation coefficients between the total
marks of the Dictation Test (TOTLDIC) and the grades for four papers
(P1RECODE-P4RECODE) are as being interpreted earlier: three r's are at a
moderate level and one r is at a low level. All correlation coefficients are at p < . 01.
From the data in Table 5-33 to Table 5-36 we draw the following conclusions:
(A) The positive correlation coefficient between the total marks of the placement tests
and the grades for the HCE certificate and the pre-AIS examination indicates that
there was a relationship between the students' performance in both tests. This
relationship however was not very strong, as indicated by the moderate correlation
coefficients. However; the correlation coefficient is statistically significant at p <
.01. In other words, there is less than 1% probability that the correlation happened
by chance only.
(B) The r between the total marks for the sub-tests (Reading, Grammar, Essay and
Dictation) and Paper One (the oral skills for the HCE certificate and the
grammatical skills for the pre-AIS examination) was the strongest one. On the
other hand, the r between the total marks for the sub-tests and Paper Three
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(baldghah and nusus) was the lowest. It may be the case that the students were
more familiar with the grammatical aspects of Arabic than literature and classical
texts.
(C) The r between the results of these tests indicates that the interim between the two
tests did not influence a close relationship. This finding may be used to argue that
tests carrying the same construct can be used as an important criterion to examine
concurrent validity even though the interval between the tests is three to five
months, or even longer, as long as no learning activity takes place between the two
tests.
(D) Since the correlation between both results is moderate and significant at p < .01,
we are obliged to reject the null hypothesis.
5.6 Predictive validity
As discussed in Chapter Two (see 2.2.2.2.2), predictive validity involves the
comparison of the test scores with some other measures for the same candidates taken
some time after the test. Since the purpose of the placement test is to group students
according to their ability leading to their achievement at the end of the course, it is
thus important to investigate whether or not the placement test predicts the students'
academic success.
The results that will be compared with the placement test (hereafter called the
'predictor') are the results of the final examination in Arabic for Semester One,
(hereafter called the 'sample') which took place in October 1998. The predictive
validity of the test would be the correlation coefficient (r) between the test results.
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On the one hand, it is not likely that the correlation will be very high between
the two tests. This is because the construction of the sample test was beyond our
control in terms of validity, reliability, etc. Neither can we ascertain whether the
sample test is in line with what Gronlund (1982), Harris (1988) and Brown (1996)
suggest, i.e., a parallel test must be a test that is already a well-established measure of
the construct involved. Another factor that may affect the correlation coefficient of
both tests is that the language proficiency of the students may have improved as a
result of learning activities which took place after the predictor test. The language
instructors may also play an important role in improving the students' language
proficiency. For example, they may have identified the weaknesses of their students
from the predictor test and hence may have taken several steps to remedy those
weaknesses. As a result, the students' achievement at the end of the course will be
better than their achievement in the predictor test.
On the other hand, this is not always the case. In many instances, those who
score low marks in the predictor test seem to be very unlikely to obtain very high
marks in the next test and vice versa. This happens because some students are unable
to cope with the remedial programme, which aims to increase their ability in particular
aspects of language. Another reason is related to the nature of the learning itself,
which does not focus on the remedial programme; instead the focus is on completing
the syllabus.
5.6.1 The content and descriptive statistics of the sample test
Before the correlation coefficient is conducted, the section below attempts to
describe briefly the content and the descriptive statistics of the sample test.
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(i) The content:
The content of the test paper, which was prepared by teachers at the Faculty
of Languages and Linguistics, can be summarised as follows (for the details of the
examination paper, see Appendix A.2.6: 507-523):
(a) Cover page. The Malay and Arabic rubrics instruct the students on how to
answer the questions; the time allocated is two hours and a half. There are
no examples of how to answer the questions, perhaps due to the variety of
question-types contained in the test.
(b) Test contents. The test consists of three parts: Part One relates to syntax,
morphology, and Arabic Rhetoric (39 multiple-choice questions) (see
Appendix A.2.6: 507-19); Part Two consists of translation from and to
Arabic (10 multiple-choice questions) (see Appendix A.2.6: 519-23); and
Part Three involves writing an essay on given topics (see Appendix A.2.6:
523). The total mark is divided into two parts only: the total mark for Part
One and Part Two is sixty and the total mark for Part Three is fifteen. This
gives a total of seventy five (k-15) altogether.
(ii) Descriptive statistics
Table 5-37 below displays the descriptive statistics for the sample one test
including central tendency and dispersion.













From Table 5-37, we note that the mean, 45.93, seems at first glance to
suggest that the students found the test slightly easy as the mean is above the 50%
mark (precisely 61.24%), and therefore there are probably more candidates situated
towards the top end of the distribution than the bottom end. The median, 47.0, and
the mode, 52.0 also indicate that the majority of the students obtained high marks.
With reference to the dispersion, the standard deviation for the test, 9.5, indicates that
we can fit 2 SDs (55.4 for 1 SD and 64.9 for 2 SD) only on the + (positive) side of
the mean which would account for 95% of the population and nearly 3 SDs (36.4 for
1 SD, 26.9 for 2 SD, and 17.4 for 3 SD)on the - (negative) side of the mean which
would account for 99.7% of the population. This distribution is negatively skewed
and therefore confirms the suggestion above that most of the candidates obtained high
scores on the sample test. To give a clearer picture of the distribution of samples for
the test, I display the histogram in Figure 5-11 below:
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Figure 5-11: Histogram of the sample test
Histogram of the sample test
100
Std. Dev = 9.48
Mean = 45.9
N = 413.00
20.0 25.0 30.0 35.0 40.0 45.0 50.0 55.0 60.0 65.0
TTLFINAL
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The histogram in Figure 5-11 shows that the distribution is negatively skewed.
We can see that the ends of the normal curve line disappear off the histogram before
20 at the negative side and not exactly at 65 at the positive side (3 SD is 74.4). This
reflects the figures that fit the distribution I calculated above concerning 2 SDs on the
positive side and nearly 3 SDs on the negative side, i.e., 64.9 and 17.4.
5.6.2 Correlation analysis between the predictor and the sample
This section attempts to analyse the relationship between the total scores of
the placement test (the predictor) and the total scores of the final examination for
semester one (the sample). Before the correlation analysis is conducted, one null (Ho)
and one alternative (//)) hypothesis were set-up as follows:
For (H0): There is no correlation coefficient between the total score of the
predictor and the total score of the sample. Therefore the r is = 0.00; and
For (H\): There is correlation coefficient between the total score of the
predictor and the total score of the sample. Therefore the r is > 0.00.
Table 5-38 below displays the correlation between the total marks for the predictor
and the total marks for the sample test:
Table 5-38: The r between the total scores of the predictor and the sample
TTLFINAJL
TTLREAD Pearson Correlation .595**
Sig. (2-tailed; .ooc
N 413
TTLGRA1V Pearson Correlation .639**
Sig. (2-tailed) .OOC
N 413




TTLDIC Pearson Correlation .613AA
Sig. (2-tailed) .ooc
N 413
** Correlation is significant at the 0.01 level (2-tailed).
With reference to the first row in Table 5-38 above, we note that the r
between the total score of the sample (TTLFINAL) and the score of the Reading Test
(TTLREAD) is .60 (to two decimal points) at p < .01. With reference to the fourth
row, the r between TTLFINAL and the total score of the Grammar Test(TTLGRAM)
is .64 at p < 01. In the seventh row, the r between TTLFINAL and the total scores of
the Essay Test (TTLESSAY) is = .60 at p < 01. From these findings, we may say that
predictive validity for the placement test can be described as moderate as indicated by
the correlation coefficients of both tests.
To get a clearer picture of the relationship between the predictor and the
sample tests, the scores were plotted using the SPSS programme. The description of
the scatterplot for the relationship between the sample and the Reading Tests is
displayed first followed by the Grammar, the Essay and the Dictation. Figures 5-12 to
5-15 below display the outcomes of the scatterplot:
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Figure 5-12: Scatterplot for the Reading and Sample Tests
TTLFINAL
From the shape and slope of the squares in Figure 5-12, we can see clearly
that the type of scatterplot for this relationship is a positive one, i.e. larger values on
the sample test go with larger values on the Reading Test, and vice versa. The
relationship however is not very strong because the plotted points on the diagram do
not lie close to the straight line. In addition, quite a large number of points are
scattered, indicating that some differences are likely between the scores: a number of
students who obtained high scores in the sample test scored low marks in the Reading
Test, which contributed to the moderate correlation coefficient of the two tests.
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The slope and shape of squares in Figure 5-13 indicate that the type of
scatterplot for this relationship is a positive one too. The plotted points on the scatter
diagram that lie on the straight line are more concentrated in this diagram than the
plotted points in Figure 5-12 above. However, the relationship is still considered
moderate. A small number of points are located away from the straight line,
especially between 20 and 40 for the Y axis and between 30 and 60 for the X axis,
indicating the likelihood of some differences between the scores. It is also noted from
Figure 5-13 above that a small number of students who scored high marks for the
sample test (between 52 to 60) obtained very low marks for the Grammar Test
(between 10 and 12 marks only).
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The slope and shape of squares in Figure 5-14 indicate that the type of
scatterplot for this relationship is a positive one. It is also observed from Figure 5-14
above that, as in Figure 5-13, some students who scored high marks in the sample test
(between 50 and 60), obtained very low marks in the Essay Test, ranging between 4
and 8 marks. This may be one of the reasons why the correlation coefficient of both
tests arrives at the moderate level only.
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The slope and shape of squares in Figure 5-15 indicate that the type of
scatterplot for this relationship can be described as a positive one too. The
relationship, however, is not very strong because the plotted points on the diagram, as
described in the figures above, do not lie close to the straight line. In addition, quite a
large number of points are scattered, indicating that some differences are likely
between the scores: a number of students who obtained high scores in the sample test
scored low marks in the Dictation Test. For example, a number of students who
obtained scores between 40 and 60 for the sample test scored very low marks for the
Dictation: between 3 and 10 marks only, which may contribute to the moderate
correlation coefficient of the two tests.
From the correlation analysis between the scores of the placement test (the
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predictor) and the scores of the final examination (the sample) together with the
distributions of the relationship between these two scores which were displayed in the
form of scatterplot, we draw the following conclusions:
(i) The correlation coefficient between the scores of the two tests was at the moderate
level at p < .01. We may suggest here that the predictor's scores for every student
would anticipate the students' achievement at the end of the course, if both tests
are to be conducted in the future on different candidates but at a similar level of
language proficiency.
(ii) External factors may contribute to the moderate level of the correlation coefficient
between both tests. Among these factors is, as stated in 5.6 above, the language
proficiency of the students, which may have improved as a result of a learning
activity which took place after the predictor test. It can be seen from the
descriptive statistics in Figure 5-11 above that many students scored higher marks
than lower marks. This boils down to saying that the correlation analysis between
the placement and the achievement tests, in many instances, may result in low and
moderate levels of correlation coefficient.
(iii) Since the correlation coefficients between the predictor and the sample test are
moderate (not 0.00 correlation) and are significant at p < .01, I am obliged to
reject the null hypothesis.
5.7 Summary of Chapter Five
This chapter has examined the external analysis of the tests, preceded by the
administration of the test at AIS, the investigation of the content validity, the
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reliability and the correlation of the test. Evidence was presented for the existence of
face and content validity (from the teachers' perspective) in the placement test. In
the light of the reliability, the analysis indicated that the placement test is very
reliable: the reliability coefficient (rranged between .87 and .90 for the Reading,
Grammar, and Dictation Tests and the rank order correlation (ROC) ranged between
.74 and .89 for the Essay Test. As for the correlation analysis, the correlation
coefficient (r) showed that the sub-tests are relatively correlated to each other: the r
ranged between .69 and .75. Concurrent validity was obtained using two different
types of measures: the students' self-assessment and the parallel test result. The
analysis between both measures and the placement tests indicated that with the first
measure, the correlation coefficient was very low while with the second measure,
there is an association between both tests. So far as the predictive validity is
concerned, most significant coefficients were above .59, reaching a maximum of .64
We may suggest at the end of this chapter that the placement test is a valid measure
of the Arabic proficiency of the new students at the AIS.
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6. CHAPTER SIX: SETTING PASS MARKS, CONCLUSION
AND RECOMMENDATION
6.1 Introduction
The task of the test construction is not complete until pass marks have been
set by the test constructor. In this chapter, I will start the discussion with the setting
of pass marks. This will be followed by my conclusions and the recommendations
stemming from this research.
6.2 Setting pass marks
There are various ways of setting pass marks. According to Aiderson et al.
(1996), some of the methods of setting pass marks, as practiced by individual test
constructors or test boards, are: (i) a fixed percentage such as a 50% or 60% as a
pass mark etc.; (ii) a grade on the curve, which refers to the normal distribution
"...and assumes that normal distributions occur and are appropriate distributions for
language proficiency and learning" (op. cit: 156); (iii) identify "...'masters' - people
who are known to possess the ability being measured such as native speakers who can
competently use the language on which the candidates are being tested - and see how
well they perform on the test" (op. cit: 157); and (iv) "a 'standard setting' where
trained professionals with relevant expertise inspect the content of the test and then
decide what the likely performance of barely-adequate candidates on this test would
be" (p. 158).
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With regard to this study, I have chosen to use the first two procedures, i.e. a
fixed percentage and a grade on the curve, when setting pass marks for the four sub¬
tests, i.e. Reading, Grammar, Essayand Dictation The reason for selecting the former
procedure is that this is the normal practice at the AIS in setting pass marks for its
students for any examination or test conducted on the students. The reason for
selecting the latter is that this procedure is in line with my current research which
concentrates on the use of statistical data, including the curve, normal or positively or
negatively skewed distributions, etc. The discussion below starts with the fixed
percentage procedure and continues by looking at the grade on the curve procedure.
6.2.1 The fixed percentage procedure
With this procedure, the examiner has to use the fixed percentage which has
been assigned by the examination board of the institution where the test takes place.
The scales, which are used by the Examination board at the University of Malaya, are
as follows:
Marks (in %) Grades Criteria





60-64 B very good
65-69 B+ very good
70 and above A Excellent
To make the total mark fit the above scale, I converted the total scores of
every sub-test into a percentage: the total mark for every candidate divided by the
total mark of the sub-test multiplied by one hundred. Below are the summaries of the
grades, percentages, and total number of candidates for every sub-test of the
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placement test:
1. The Reading Test






2. The Grammar Test






3. The Essay Test






4. The Dictation Test







6.2.2 The grade on the curve procedure
With this method, the grade assigned to the candidates depends on the
distribution of the marks in that particular test. For the purpose of setting pass marks
for the candidates at the AIS, I summarise below the distribution of marks together
with the means, and the frequency of the standard deviation (SD) of the distribution
for every sub-test (for the details of the distribution, see Chapter 5: 5.2.3):
1. For the Reading Test (total mark = 75):
the mean: the distribution of marks
31.01 (41%) (+) side : nearly 3 SDs (41.89, 52.78, 63.67)
(-) side: 2 SDs (20.11, 9.22)
2. For the Grammar Test (total mark = 50):
the mean: the distribution of marks
24.37 (49%) (+) side : nearly 3 SDs (33.4, 42.4, 51.4)
(-) side: 2 SDs (15.4, 6.4)
3. For the Essay Test (total mark = 25):
the mean: the distribution of marks
13.06 (54%) (+) side : nearly 3 SDs (17.04, 21.07, 25.1)
(-) side: 2 SDs (9.07, 5.06)
4. For the Dictation Test (total mark = 25):
the mean: the distribution of marks
13.72 (55%) (+) side : 2 SDs (19.42, 25.12)
(-) side: 2 SDs (8.02, 2.32)
To give a grade to candidates based on the standard deviations, Alderson et al. (op.
cit: 156) suggest that:
"Those who are more than, say, two standard deviations above the mean may be
considered to be 'excellent', or 'exceptional', and receive the highest grade; those
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scoring between one and two standard deviations above the mean are considered
to be 'good' and classified accordingly; and so on down to 'exceptionally weak' for
those whose score falls more than three standard deviations below the mean".
Alderson, et al. add that a given score expressed in the standard deviations is not
necessarily in harmony with the standard pattern, simply because there are sometimes
more or fewer than three standard deviations above or below the mean. Since some
distributions of marks in the sub-tests described earlier are less than three standard
deviations, either above (+) or below (-) the mean, I will assign a grade to the
candidates according to their scores expressed in terms of standard deviations. The
grades for the Reading Test are described first followed by the Grammar Test etc.
(The displayed grades include the percentage, the total number of candidates who
obtained that grade and the standard deviations (SD) in which the grades are
assigned)
1. The Reading Test
Grades Percentage total candidates SD (+ or-)
Fail 18.4 76 2 SD (-)
D 38.7 160 1 SD (-)
C 24.3 100 1 SD (+)
B 15.5 64 2 SD (+)
A 3.1 13 above 2 SD (+)
2. The Grammar Test
Grades Percentage total candidates SD (+ or-)
Fail 18.6 77 2 SD (-)
D 35.9 148 1 SD (-)
C 27.3 113 1 SD (+)
B 14.3 59 2 SD (+)
A 3.9 16 above 2 SD (+)
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3 The Essay Test
Grades Percentage total candidates SD (+ or -)
Fail 20.8 86 2 SD (-) and below
D 34.4 142 1 SD (-)
C 29.3 120 1 SD (+)
B 14 59 2 SD (+)
A 1.5 6 above 2 SD (+)
4. The Dictation Test
Grades Percentage total candidates SD (+ or -)
Fail 16.7 69 2 SD (-) and below
D 27.1 112 1SD(-)
C 36.1 149 1 SD (+)
B 17.9 74 2 SD (+)
A 2.2 9 above 2 SD (+)
It is important to note here that the procedures used will depend to a large
extent upon what the purpose of the test is (Alderson, et a/, op. cit.). That said, we
may suggest here that the second procedure, 'a grade on the curve', seems to be
workable for the purpose of grouping students for placement according to their
ability. This is so for the following reasons:
(A) The number of candidates obtaining the grades for different sub-tests in the
second procedure is consistent compared with the first procedure. For example,
the number of candidates obtaining the lowest and the highest grade (Fail and A)
for these sub-tests is about the same.
(B) The second procedure assigns grades to the candidates based on what the
candidates obtained in the test, while, with the first procedure, the candidates are
graded according to grades that have been fixed. Therefore, we note that many
students (more than 50%) fail the Reading, Grammar, and Dictation Tests when
we assign grades using the first procedure.
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(C) With the second procedure, we can decide whether or not to exempt high
achievers from the course or to have a remedial course for some candidates. This
is because the number of candidates situated at the three standard deviations above
or below the mean is normally very small compared to the number of the
candidates at other standard deviations. This, however, cannot be done with the
grading marks in the first procedure because too many candidates scored A grade
except for the Reading Test.
(D) The distribution of candidates by marks in the second procedure is equally divided
as a result of refining and modifying the test items. This is not the case when we
use the first procedure. The distribution of marks is not even especially with
grades A and F.
Taking these factors into account, we may suggest that for any placement test,
marks may need to be set using the grade on the curve procedure, in making a
decision on the candidates. This suggestion, however, does not ignore the important
roles that the fixed percentage procedure plays in setting pass marks in other types of
test such as achievement tests etc.
6.3 Conclusions
The primary aim of this research is to construct and to validate an Arabic
placement test for the use of new intake students in the Academy of Islamic studies at
the University of Malaya. With reference to the first part of this research, the
construction of the test, several steps were executed before this task could be
undertaken, to ensure the task meets the requirements in the area of language testing.
370
The first step was an investigation of trends in language testing, as a literature review
to the research. This review was conducted to guide the researcher in choosing
between the trends in the development of measuring instruments. The literature
review threw up two important factors: trends in language testing, and the influence
of the approaches of teaching on language testing. With regard to the former, three
major trends in language testing were noted: pre-scientific, psychometric structuralist,
and socio-linguistic. As for the latter, it was observed that the design of language
testing tends to follow a language teaching approach. As a result, the construction of
the present test adopted some of these trends without ignoring the importance of the
influence of language teaching approaches practiced at the Academy of Islamic
studies (AIS).
The second step involved the analysis of current tests together with the
syllabus used at the AIS to obtain information for the construction of a new test for
this research. It was found that some tests items have a very low content and face
validity because they are not related to the syllabus. It was also found that the test
constructors at the AIS did not prepare the test specification nor the investigation of
validity and reliability of the test. This provides the researcher with an opportunity to
construct a test that is based on the syllabus and the test specifications outlined in
Chapter Two and Chapter Three of this thesis respectively. In addition, an
investigation of the placement and proficiency tests, as indicated in Chapter Three,
from various countries such as Saudi Arabia, America, Jordan, and Malaysia, has
helped the researcher to design the placement test for this research.
This research has also established that the issue of constructing a good test
does not rely solely on the assurance of a close relationship between the test and the
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syllabus. The pilot study proved that many items, which are related to the syllabus,
have low indices for either item facility (IF) or item discrimination (ID) or distractor
efficiency or for all of these statistical measures. Therefore, special consideration was
given to the statistical measures as well as the syllabus before any decision was taken
as to whether or not to discard or to retain the test items.
The selection of the respondents in this research could be considered
successful. The involvement of native speakers of Arabic and respondents with a
higher level of Arabic, as with the first group of respondents for example, helped the
researcher to determine the difficulty level of items. For example, the analysis of text
one in Part Three for the Reading Test revealed that the majority of the respondents
did not answer correctly the questions in this part. Since the academic level of the
respondents was very much higher than the target samples in the real test, it was
anticipated that the candidates in the real test would not be able to answer the
questions in this part. As a result, the text was removed before the second part of the
pilot study was conducted. The general conclusion, which the researcher used to
scrutinise items with a high level of item facility (difficulty), seemed to work well for
the purpose of obtaining higher content and face validity (see Chapter Four, 4.7.1.3.2
for the details of the general conclusion). The same applies to the respondents with a
lower level of academic background than the candidates in the real test, as with
samples from secondary schools in Malaysia. The researcher could easily identify
items with high index of item facility (IF) or items with low index of item
discrimination (ID) as an easy item and could therefore consider modifying them or
discarding them from the final version of the test.
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With regard to the second part of the study, the validation, the results of
internal and external analyses of the test indicate that this study has successfully
achieved its goal. All except one null hypothesis set up in Chapter Five have been
rejected. This means that the alternative hypotheses, which are the main target of this
research, are statistically and empirically acceptable. Below is the summary of the
results of the internal and external analyses, bringing this research to a successful
conclusion:
(A) As for internal validity, the construction of the test, based on the syllabus at the
AIS, shows that all items for sub-tests are related or at least loosely related to the
syllabus. The descriptive and item analyses, which include central tendency and
dispersion for the former, and item facility, item discrimination and distractor
efficiency for the latter, detected items with low indices which were removed from
the final version of the test. A further investigation of face and content validity,
made by the teachers at the AIS, also provided a very strong evidence of the high
content and face validity of the test: the majority of teachers gave a verdict of
between 1 and 2 (very good and good) on the four-point scale.
(B) As for the reliability analysis, the Reliability Coefficient (r«), of three sub-tests
was very high: between .87 and .90. As for the Essay Test, the rank order
correlation (ROC) of this sub-test was between .75 and .89. This high reliability
coefficient of the test items shows the consistency of the test. To prove this
consistency, the researcher conducted another test on 555 new students at the AIS
for the session 1999/2000 last June. Two sub-tests were used for this research: the
Reading and the Grammar (see Appendix A.2.4: 483-494 for the test items and see
Appendix B.3: 544-545 for the descriptive statistics of the total scores of these two
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papers). The Dictation and the Essay Tests were not conducted due to time
constraints. The findings show that the test is consistent, i.e. reliable. Table 6-1
below summarises the results of both tests for comparative study:
Table 6-1: The reliability of the test items
Years 1998/99(N=413) 1999/2000(555)
(i) The Reading Test:
Part One
the mean 6.4 6.4
the SD 2.14 2.17
Part Two:
the mean 12.2 11.4
the SD 2.98 2.82
(ii) The Grammar Test:
Part One:
the mean 20.8 19.7
the SD 8.27 8.37
(Note: Part Three of the Reading and Part Two of the Grammar Tests are not shown here because
some changes were made to the items in the second trial)
(C) With reference to the correlation analysis, the correlation coefficient (/-) between
the four sub-tests was no less than .70 and significant at p< 01. This indicates how
closely the two sets of scores correspond. It also indicates that the correlation
occurred for reasons other than chance; the possibility of the relationship occurring
by chance is less than one percent. This high correlation is very important, if the
high validity of the test is to be ensured. If the correlation coefficient was low for
example, this means that the two sets of tests examined different constructs.
(D) With regard to the analysis of external validity, the analysis of concurrent validity
gave a convincing result. Even though the majority of the means for the criteria in
the students' self-assessment were low, the correlation coefficient between parallel
test results and the placement test was moderate. Some factors may influence the
low means in students' self-assessment. Among these factors was that the students
seemed not to be familiar with the technique of assessing themselves. Therefore,
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we notice earlier in the analysis that they overestimated or underestimated their
actual ability in the test, etc. As far as predictive validity goes, the result of the
analysis showed that even though the correlation coefficient between the placement
test and the final examination was moderate, the scatterplot of all sets of scores
was always a positive one. Put differently, there was a 'go-togetherness' between
the two sets of scores of the two tests.
6.4 Recommendations for future research
Before putting forward suggestions for future research, it is worth mentioning
here the problems encountered during this research. There were two main problems:
(A) The researcher exercised no control over the teaching of Arabic at the AIS for the
period between June and September (First semester). After the result of the
placement test was delivered to the Arabic instructors at the AIS, there was no
follow-up to ensure that the students were placed in a group according to their
proficiency.
(B) The researcher had no control over the construction of the final examination for
Arabic for the first semester
It is suggested therefore for future research that these two aspects should be
addressed. With regard to the first problem, it is important to monitor and in some
cases to interfere with the approaches used in the teaching of Arabic in classes, the
courses designed for students, the skills focused on in every group, the teaching
materials used for the course, etc., so that the researcher is aware of the students'
overall improvement. All of these are to ensure that the teaching of Arabic is
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appropriate to the students' standard in Arabic. If, for example, the students need a
remedial course, the course designed should suit their needs. The same applies to
those who obtained excellent results in the placement test: they may need to be
exempted from the course and offered an advanced course. Only then can the effort
of conducting a placement test be considered worthwhile.
With reference to the second problem, it is very important to have some
control over the construction of the final examination in Arabic, i.e. the achievement
test. This is to ensure that the format, the content, and the skills tested, are in line
with the format of the placement test. All this is for the purpose of predictive validity.
If the final examination paper in Arabic for the first semester (1998/99) consisted of
the four sub-tests, i.e. the Reading, Grammar, Writing, and Dictation, then the
findings of predictive validity would be more meaningful. We could see clearly
whether the correlation coefficient (r) between the scores of the sub-tests is high or
low and whether these scores are significant or not. Moreover, the analysis can also
be conducted on every sub-test, e.g. the Reading Test for the placement test against
the Reading paper for the final examination, etc. Last but not least, in terms of
administrative work, the involvement of a researcher in teaching and preparing
questions will give him or her easy access to the data. This researcher's experience of
being denied access to the results of the Arabic papers for the second semester
examination by the administration at the AIS is a good illustration of the practical
problems caused by a lack of access to all necessary data.
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Appendix a Test papers and Questionnaires
A. 1 Test papers at the AIS
A. 1.1 Placement test (Pre-AIS) 1996/97
PRA AKADEM! PENGAJIAN ISLAM UNiVERSiTI MALAYA
Ujian Penilaian Bahasa Arab Bagi Pelajar Baru
Sesi 1996/1997.
Tarikh : Masa :
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UNIVERSITI MALAYA
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• 1J^>La ^jl£ J ^K")<tti cLj c «'i ■ ^-i aU jt\ . ,.N\ 1 £j*i ^LaJ! * )g. pi * laTu — T"
( r)
: <pi) Mii-u.V) CP v^i ~ V
J ^_uV1 U_J1^)C.I — ^
. a2!L»VLj (jLjliyi (*-« > _i> ^i ill <lLi.
( ^ ^ V Vi ma tiijj ^tJaj i ? (JL*jV) _jA La — Y
42>
IBIOl(sambungan) 3
; 1T\ I^~"iuLiixKll ^ \ jjL: jl I>11 a ^xjl j i j JJa.I-i ,jjj ~~ £-
( fi*-jfi1 <*rl'j^ J* .lit'] 1." t.glri t_jJ (Jli ^ (jJ'lJij (Jli — )
. (jLojLLi Lpt-La l'i»* i.i llii ljj_j ^ (Jli '— Y
^ 1 jjj, xA jl .ix_! Ljj^is ^ JJ V — ^
(r)
cij*y all
'. 4_JJVI «* 1". > »iV 1 Jais (jjl /jC- v.—
; '. a j j -> 11 /jx <jjVI Jl«iVl -1 — 1
(Jiii! — — £ jiwl
( C»UjJ 0 )
W2.*
• -^3^- 1 a-lxLiJl e.\ A .uSn ,^pa (J£ f- ,'jjj ~ w.
■« 1 ^ O ) JlA ^
■;u^2^ t ~>Ji ~ Y
£ jj]1 ^3 La -lik.lj V ~ f
Y 1 il ")*% c^i — i
. AJA3>. (_^Ajc. (_?L1I *_:LJ£11 — ©
—: ©LajujVi (_^a (J1 I* all j A^LjJI (jjc- ~" £-
duJl — — uml) — *L«Jl ~ .'.A-k a
IB101 (sambungan)
A^HA S yiiai f-uAil
4
A-4^jlll j Axkli! :
( ^ Yo )
: \^L ^211 4±Lu.Vl t> s^-l ^ Lfo *J51
juuJ! <j—« "i j 4 jir- A_lll ^ U^i M_L*.J 11 1
{^-A y *"J A_jlc- A—11) ^_L*-3 L_^J ^15 i <JjLo—*dU J t ^ >.-1^ yi
^ )•» '■) iJIjI JJ)
_jl ulil «li J . ^jLjuuV^ ^J^jSll (JJ_JUJ^)1) LaA uJU J 4 S-l^.1 J <L1 Uul£
I » >J (jilUl 1 J . C-^ ujy/i 0_JJ_ul ^yS d_1_iaj]| y] yj»
^1 "i~>j j f *> 1 (j<« Jli. (jl in'il lilliA i4 il*> Ail\ J <U_£3jJ! (jJLJJ • J—*—7^
j a fj lit 4 (jliL» (J ■tl'k' ^i*j Lit £j» 4 CLiljja-uhill J] At.^Ij ^kj ( AjJIaII d)LtjL» (Jfi]
cJ-S du« ujj ( ^Lju 4_U! fjJk • • • #Vj$J a l-ia'i <j,'"> ijj£jVl
»Jjl_u ^ Iii 11 f ")Sr>i t_i-A ( (j£l J ... 4lH a^y& t^-" (J-'"*"' '"J ^ 0^" -M-1 if—1^
<_jS jl—uuyi ji (j-J liLIi (_J_ii*J t. > ia^ J V* \J W11 ^l«Jt (ji ,j1^ik.yi
. tj»i t ill j ^jjJI ^ILc A jln- (J 1 Kj (^i]l t ^jl ini'ill j.^»")»ll jA tiUj i ojLill _/>j-caLc-
L-* uhiajl (j-^ *Cj~* ^ JJ^ l) (_>^3J 4jli 1 1 d*_i (_J.^ij ^>1*]) ,jl£
(J<a «-J (jl j . SjLaII V » I ^ ')j 'il jjl A—■ . J-i -s ^ a ]^"i-v''' j <Jc. j^i^i J 4_i >'^
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13101 ( sambungan ) 5
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j! ^ •> llj »l in ill (jjJ (Jla»JI JI * jy y* Jill dJ^p JJll ijjljl jj& — B
(Jl-i.Jl JI »l m'lll <jjJ A$ol.j-» ul^-aJL ^poij Jill Jjill d_il_jl dil^ji — 0
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• djjl — B
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adj-laJI <^djc. — B
adjdaJI <^JJI *jj Mill (^dic. — 0
*s
(
adid*. ajU-uj ^die. — 0
a did*. ijLun J^a4.j^« Ijl — E
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A.2. Test and examination papers



































































































































































































x-aJ_a_iJIiLVIt."iiii.oI6jI1(j*—G•A ^-AjLlLbjLiJI4_j_» jJI.1 l^_iIJLoxVI._J uJ"'j*0 •̂^>Lll. l_s-lc£_lj4_JLVI.
I J-.">îjl-JiJ jj4_=>—1■•%■■«,<->.11<1 LJ_Jg b _La^OLX V^j-aIjlLAJ UUfIcV^».C L*_jj4-1.-k\m<la*s'v1111ajXA-JÎIinr4_L ^hx>_U(Jj—>-"6>iiia 4—\in*LajXJi(jh)IPLV{jJJ-1J.|4—1VI..Hi il-i"2■«Irt_LJIejuni(n*^J-4 j i 0'JJ'—■1J->f-j—«jL"f--*3-rj-iu1!':I■• •■j—^-1'̂f-nXjV *_i_JIjt.,%■)j4J_uujj<lL1_jcLLja."1—lj1—aI jxJIj^x Ij- j^_a. lj_*__a_2Lx-iU-5"i^^-j^Lj jVI4—1ml..I«IJI1.11VArLV"11—ljl■.X ...JUIj,vL>JljjXVÎĵ1n"<-\«LxJijJIoy? ^_a6jftlIx-aljLJ _^-ii_fi^_jJ4—1—1jlj _y-&LlC^> a•^ ajj.t̂I1"j)4—lLc4 I—11^1 s~*(_Ja_y-iu-u*\,>. ^■vjm1LljV1><.1?la.jjjljf-VI»r..».^ijjl.11 LujJ,V^LLLaUia^jVjl, I^ -LJ.III
"Li0̂'Ij' 5̂-lĵ'l"Xjl_j-iJL>^IJ*11I5JL-"
01«ALJJ.1inaJ'—IIV̂-cra-UI4_lilUIj' ^^j-kjJ.1^_vjL_i,_K14L!







,_JI^I1J1IL iMajj}"t(_>—a1.-XL I.*\X-aLĵjn.l11^jjzJIa"i1VI ^JlxIJII4_al-ia11i-Â_i1,,,LjVIa_^£-iJI• 4_j^LXjI)fi.»^.^.xlla\,1. ^Lj>-L*-^*-7*-^•—i J-jJJIxji*L_IVx»>.-xl J^-Xll4.1s*jin.
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L-LLi.>..;>■■a"ij^pLoJ^jUjiU.w!^JlOJJ^ Iij^LUJIu'v-'L IIc£-h! LiiVt-.'l.JjJ^IjAJIOiLfljl^-ftQj LIiTi.)1I—9—Jj-(iiv__»—il_£U(£j-iXX
UJ1.Ac.I&It«i>>jLB
U_ciojLijip-AJ*~a1^.JrI_flvoL jljI»-vi,3-JjJIV lK IJV."Vi
bJ-Ajj"'jI4_L_ij_Lu< -Ciii11.arV,j_A-A.vf—JIU.i?i_i_*J>~\*->X0
Ox-iJ-IIij-a-ilj-*.bjXJLajtVI
iÎIjjL ldJJlJ^-iija_9tnI.Hgrllf«± Ĵ1r—ig_ul-iAu)■Sit ioj-J JOyrij-* g3).*■;IrtI0I—IrJq.i)jjlaqj-iL<>Jl_Jagil_ li.*ll-»fc±-JLiLfc g*L<> l_oiO-oji-jg~ .■*■■'o-11qlijj(riMlJaJIcgLo~m1— —11 0ftv»m̂jjjljiLh'jia%-w,r»J llajjp_ l4-^. l.iuu «a-aj •41Lt-e'O^1J1 .'ĤJ'*""'LT*{^L-Jlj 4_jxjLYajifIjJj j_J>.\.r.p ill *_3j>.<-»">̂1%1<jx(_£ -ald ^_a6Jj_fl(JJ...1ftIL_14j1ftljĴ—t%Ii JjJ—J.A'f->-1.-wjX_l\n~i (_^J—** 'j6J.IA^J lljlI ^^-jl1lAl4—Si—i_uaj.ll-Vvftj"V.±.1 q_t_lj.rwIsj)'l■1ij-±1)^>jIjli•4"l%/i,^-lcjiu-a^r.»m tvluja^JIj-af j JJi,v<I.'«!-■:7»)...OjLi il4 Lĵ_jI)"1̂f̂_AJVI_r^ ^1̂.7«T
\̂V.j*1.11jlL/JI
j~w1.1I4~iIa(J^J>4^-(■Lu£.y..l_j|j_^Lc^_lLuaJIJJ .XX I *j*>'■^_sft«]11LitjlaJI4o>.%Va^Lc].XV
' L>~^^' •'u1LAf^-jjjjV4I1_IJJoa_I»VI,0,ft%"111.\V
cr^Lj">̂»-.I-O'JJi_5-X-JIjj lV.ft."11 _>i-A4l.l._ujJ ai-i. i\A
.4inJJ_LI
•pj-jLiJI4_ujjj I^LcJi/-■->"i|JP aI.-.air,Lo \.c.Ll_ VI■-■••■1.\
4-Ĵ_jjjOj-jL^Ii11\1T1(Ja-S-ĵILi■.tin,V4/~iq[bj ^_iP J-X. £>L_loJI(j'lJ<<J-o_xJI_j4_L£ÎâCj IjJ4.uill~>11•'■■•■! (JiJ.1j-A'—ft..I^UIIlAj\S.\ft' 'I-S.hiV4 nj_iLc1̂f<-^l)La C,1K L̂>^^-*-*>1!es-i"L^-lluL^j«0...jJIJjjJU^-LcVI LplJIalj<411ft6j»in1 l_|^wj jft.l-ioj^J.-a-■" ■■■!'!—■--» I ^-ir-I—aJ_>J4_JILcjap.^l£j.ajlpjlLjtp04_IiL£L Ij jjxJI,j_Ao^LJIfl'ikdiiiJjt31■■«111.'I-v.A...II,■••,.!'- l
.^IJI
^_âIpJIojLjijjl1<ojl ji4-pLL.l_pJI.ji\l ^IpJIojLijljviL j^j-aj £li<1ji.Lâ_Lc^LlaJIoi iji<-Jl.,- U''t?.!f•—ft-pj'JLji Jij-0-*-!'(_y-ftl$ jj-OjjL(̂Jft.».1Î*\-^.|d9.I
4J1"ft"6jiJLa|j4—ijJaLjJI1—jLcVl^)%.i/1iiiLiL I<d j£4_|IIOj ijlft■--»"' .L^JJVIJ<-la1AJIOJLJ_pjl£ aLoJIAoj_i_jJpVLcj^j -ajUjft<o^ijJIJluîy-ALjJ\
(jJ)IA»jVgliU.iTi4__aaJ<J_jJ JLp^-iI/1.iP-jflL02JIpj—ftCkSItj"0 .1ĉljLi_pAJIjLjx VIj^Uilip-i~%...t.ip_ jJIi.:IJii£1ft» 1La(../■»j i4»LI .f.ljoij^-pLi^ui liJjiaVI
i C_&jjJ-C.X-iV̂1.u4—J..C_ JI^£ALUatj-VS.I--LjfC_ oj_a jl Lj4_1JIill1f .2.Lii—ojj ax*«iAlji(_£- ■'̂■ OjJi_2T_jLcL IA-ĵIj-o _0X_j/|J \jXl0\_, Lj-ioj^'wiaa_JVl*Saj>-a-lI(j-4vft-kO lLj IJ:_JĴf.oU0£,(j_Q4_LI
.fliiV<JJIl>-£.j)LfJ UI :4_ijLUI_3>Jo_flJI
i(_J—»Iai.,JIv ijj~?.IJj.a TlLJLaV">iiVj^Li)|*^ _uYtO.ftC J —C"^— _>-*VÎjn^jloji'b^s-i—00—O]Jo!'JALxVl up1'4-jLn.lv.fl—cA—(jLi<',^L_a j(j]«-li-j VI I jJ)-"**̂VLai^LA•'"'(j|<<-jji.aft,-kp1*0̂411oU" ■ •6J-*J<^l34_j_kjLâ : (^5-^JLa^-VLuyIillJnilAYI11jj,_a ■riUlL"t11̂siv_.&I"ijj>LLLLI—A1—*.I»iVIj>in%jl11AY -'•'c—AA—I—a}L(_^lLfjLiUI^JjJigJ:̂JL-iJLi<tij-jJ^JI jiM- lAo3 —AA—j«tj.-Â*^>.11—1̂_i_ijJ.LiJAY—oi_oaJIfj< .l-UJi jLxil «liJIiJ-*u9jJ!):J^-»<fI—AA—LUi_r<pj«1$U... ]jj-«Vl ■6J>-®'£ -±®*>{j *d1*~i-—^•—jc- -j[̂jcj->Liiui J [-»'■==»Jg}•̂jJL*_iJLiVY—̂,,..1a4\n .->1.i11\̂.Ld 4—*—a*j"ilJ4 aJ_c3}IVY4_laj LxJ,ĵiiÎyJ-C.|tmoJ.u aLi-m .—VA—Ijl-...ijiLVO_^u4_i_o0L£I lvvjYI ■J):̂-L^J4_aLc_UIJL(j[£^a^j.1,1y\.\j i].■% .VVlj_sJfl-»jli .(l^a-u^ighiJ-^gCl i'l-InJj-X.J^jJl,o+ H «lj-^-o—VA—J£VIoVLfljxu_V>L_01...IÎ3 4I*>.1LaVIi—ijTI—AN—̂. 1 13- L3." .i^lJJi i11A ^r,.V 4>I»fl̂■iUJIji—AY—L OJ!—>..i13K]:uj3Li<_!_!
I -v>i.-16ji'iat jV4_jOi_jJjaJIxÂ7.%■>i.rillj lj^j_ajJlJI-NA
I 3~<bbj*_L■"'~-a4J—i.0.1Ii11ViI*Vj)—â3—1111CU1 J JiYA 3IHI1I3-ill»L ÔAaj4\|»̂JJO"i*c-Y. (Y+)L-JLiJIi^ajJI .ajL'^'I,3d\.tĉj-oI..'Li,?K-o_J •1Ix̂dlllJ
:̂jVIL..Lft11
li.^ajLliS=»JlL)nsUI-1.11JI^>lj-^llr»->uiJ oUaJoa f jiSj-^'£ '^l—3-LuJ■'3-1Lij C.JL .CI3-LX1V|j11—I;1g p,il.lIg_3DdJllULif-OJjidJ = î|."i,\116jJ1^13I*OjIj.a-hijyl|4_^jLJ ILk^Jai_4i4__ _i_j*_ l J_iĴX-A—1•"»'I-6j-j—i-u"k£—I.I-.IC13—a,I•!■3Li<V*\lV(_>-0I■- !1- ■-■I1ar^L̂">IYY3<61•%.'11I—i_ilj1 3..ij^lj *_il3—YN—4 L=kjo i £ 4_ij6Lnbjj..i.l—Yi—J j\.tj«il-113tj'i■>-1L—YY—l_£]3o-OLLi.—o LaaÎ_>^iJo 34J3 .YAJL.jL .d(■j—*-uVi—Y0—&\j-%1 CJLLa_xI31allI3—x^ai*»—1"i'3]i-■»YAj*_AjL]I ljjJ1"V .i.3LiJIJ1~k4_J_fla_lYA ■L<I-v133—i1'<'__iYj/-ili.il—̂ . liNJ60 2> _>-ajj1 ^..1i"VIj ,-x.LIIjjL j. jj L—1i—3LiacLrI3»jjji—iY—l_j .3I13 IVj(y,~\1LIjjJjl—ujVI^j-iiA(_£jJj_a—LXJ.1:4_J3_^.^1ic
X X
41—e31<-LI'—A*—'^f-4•4 6S; —t—Ar-
——AVO-®g1|jJIJ-* .4illK\.<'II*I■/.IIaV̂.AC ^I"~>A*\Jj_i_uJ_jcJ">flUJ_xijIJ£'VÂ-Lc.n.Ti>4 _II.I1ft->
_J< )>%I14\8La|1a)IĴ»^^LxxiVI^j.4aji.V■■■<.11rdill
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4__JIa_Sla-raa. XI1-IJi.- .[ ,UKJj- . j-«II"1i.J
-4-JfiLi-itlljj£-aJVKJIjj iUil^kjjyiT~V J4'""j.1 i>Jj■'"""4_.jii_.. jn"i..iJ4_a_>".%.V "U>AJ4"lVjaII-iJIj- -J_ln.tVV
0JS^K.1 U-Ki.J







-iLlUjljiuJlgJllt- ' aa.l.jp3jUtgoli -»-dl^J lIK_ ^yiO LiV4a11L ,.
{ a.Uijl̂l,U u!^i jij^i. JUI.-=. jj-J-aill.J
.ii.^1IjJiUjU>JIJY J^Jl.\
j-e-iUlI jniJi.H jlMJI cS^J'J
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i^V!jlii'VLLljjO—." •U..U.L(j c^VI' ■.;II;
a-»1jL^-VIji(STP.M)oL^-*1<?/■'<jit
(pra-akadcmi)';«'■'.11f...«II
•(*>j« v_rJJIfJL^j]iLaj^ -I,aj1>*.,..VI■-J.In)<_*_»L L._,1U1̂jj LL.










(V)/i^J£L.LtfiJ,>(jUIOJ)(V/<^ic<xii«UIJ^j JJjj(V)/<■ .litIt;■■._■jl- (\.)<-,1...Iii_n• jL(\ /j,li (aij)(\.)./jUYI-i^bl ..:...,JS(V)/̂=JjA _LLJÎ^-LJIJ\(A),/ILjk,xfj' Li^U.1(jLkij)\•)/O^I_j ^J-SJ_Lj(VIj-* t-tj).("\)/<<•nr, (V)/j-uiJI<-^.L*.J)/J__i_(A)jLuujiH/'
.cL.Lii-iij).ji(-v)ji^m/jJLujr £ji-L.1(_L~o_i)."V)/<—Lt£-Ll—jj-jJ'(ijl<_La_Lj(Cj/aJjJ^ji(\.) <UfJ-J^1(̂)/jI'"1C-J1I(V]̂_ANT)<1̂IJ—*UI j _l!_jIjLi(—cj).\/<_j j.J.11vjjUoLti* >1 wu_o("V)Laju_ix< LLjl j£( J/« "..UA. (T)/^Jbj(XT)JaJjJIjîJlj—«VI(1i-ii ijlL-H(A) Ij_A ^j_c(v_i_flj).)/<—oLolJl>J-V _i(_£j-J(^'HvXVC,»">■I( )/, |U1L jijj(1)/I^SLi-oj!V)p|,.,•%«Cii(rk'»■"̂)/ / £̂■4fîIJIe,,bt(\-)>'l1JSVJ-f-iOj'j*"■1—1J>—J)-(/̂< »t-ft» (—ftflj)■JJLV̂I6l_L=JI(T)/U......I <_L_)1,.iJIaUf1iJLiL £-^1"w|»ft"l':4">U6 _>_eJJeI •(Ĵ1®jft6cj-A-iI<ant) (̂ ys"ifl)fljU>I.Sj,iTift<-,^11 .VI«
(*■■>Jî>or»»J1*siJ!
I:aJ!<u JI,̂b....[—.!■I'IV
A~_loLt—ĉ_£*',.n■t£!j-L-t^-lf j A«■»in1HI'.. .J«_»U-VLiĴ" t*1'•<=■a%•' J./i1")jitĴn.~V->jjJ-a_!j.tjS.16L-4—Li. -l—ca.LcLjI■"^>-iI'xUi*.J—itjĵ'■■■■Lz.___c -jLa,V«LiJj■"<r."»V' ■•■ _>->»/,..I.jVIieljiJL.lj_LJjVlJa". /6l _>fejij!cI.*-''■a'l\<■j lJ_wcj/>1,.,j<,.._i lr,JJ wrL-=»<-1—11JLi .|I.ta.bloJJjj/<11iic«L" ...̂^Lis<—liI.\U">...i,>Jw< /Li-J^1—J£UL^lĴSLJ.1^1j]Jll^f-f-Lj /̂ j^-i-1*•—?1r*''J1l-AV-clJja.1^£-LJ/ Û7i...-1IjLi/>L11̂jj^jj.—i.ft,,^w-®jbJl.1* _>■*bJI <_L^.j_ll J]VIJillI>/<jl.r̂t" ijj-la-LUi«Lfi-a_* cJ^LJj(*i._)j1"»f \sLaj/<- LiLSjîr^_i<_j1...llI>'a>«>jji-Aj/<_j_ Lii_ ^JiIj_xVI^i11./<_i_jj_LJtj.a'biLIsS\ij»JIjL<—i-i1.**.11c-iLL1.L* ./<_®Lclq:%J^j^l>1Ij,v-Vii.twifLJJ.I/ *aiftjjlL_iIJ jÎ\ft.»j,''/*1»"—•'"i<- lJc—ii.i.■—i.jJ-fcJIl-i-Â%-ft t-Lu^JI/"bjla.L.J1 ,1̂■..fIII',.bJf1i lj-ftVL.g)'t.1*ft."iAj
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&l—a_JIijlj<Jft.«L4_HCxft_J^LoICj-fj ^JxIni^j aJ J l■:■■■■! Jillj-A>—ani^LIIj_a..a$fttil%i/iV<in tLc<jj^-jL'j1.3_if4_aJj>L _cK o" .'rJ''T'*̂ -'f-^Jo-"Lxft JIJ jJ UIu^J1U" - ^uJ> ' Lj_jj_2k^LJIaljj«41ftI*iu1Jljj^_Lfl.U-Jf£cjj JiA*k">ii■*!•>-•' jt11ILâ_ae/>I» 1«l_J|lxo%(3-ftI.\-\jj(j-o-^1LiHL jJIt^J-ajl l^_yjLIft1J jiiCJ-fljJ-»ft̂Jfli"kIA.I■'■I■- *->'->•
.flljl
^-A£IjiJCLfljIV(J-ftjOĴJ_C.4__LCUQ̂l jftOi(jlI_>
Î j-i-l<«ijLijIj£_iJJj^_j11j3ft(_Ây.Lc.Ja uJOllI<a>"vlIftin I ._i\a<v_id_3J'ĴLxUJ_ft_*_jjlIuj-®J-ft-* ljLf jift,.»114-jucbLl. 4—\iaft6jJJL|<11injIcVH"\ift6Lf <■'I4î̂0O-ij,■ .4_j_jjVI.ftltllcjLI> Jl£ 6I ~̂klj-A■.!.>ftJ(jV4_c17ift_jLcQiJfli—ft̂_A4_iLiJIa LJI<>*Vi»4,L>i.l_LjlaJ^Jj ijIirf*>c^_iU.6%llJ _C_i-i^J"tf 03 .»ILjVojLij_UIjjJiVIj^-aLlLIu^ I>"*O-f 'LLIjlj<i11aJ .cJ>LIpIjxa3ij—iJi-flV|
tj-a^1̂ft" ...Jjjljl j6j^Jl1I4'|I\MlJIoJjLa4ftKll_^. Ji ^LaVI(Jft.4—|Jji%11ft■•IUd̂■■j...jla.*>|'*111A4<al«J *'"J^Lfl^1*11Lai(I»,1 ^^-1]>-.!■Aj-ji__JUo<(j^_!i_aj lftVJ:j Ja
•LJÎ_aHIeL1Lj-aI4_Ut6I ^iflft1 ^jJLxJj'jj4ft-y1')">.jx.1l| 4—1-flJ^Lf(i_yjLI4_ac^J-C.j\,l»,111\Xtj|:(Ji(jxiLJ)Itj .4_l_akL»-JAJÎLftiit̂_yjĴ,a.i.iij<J4— -ĈJ_C^ JkI6j a,j l3-®'JJ•*Lx»l1 .4_JUaVĵ1»ILjj4_dJftJ6J A.\V .f_yjLJÎj-A4_IL)H aflJV6^^-XCj^Uk.^-vxJft<j4\1Allj .\ •4_lLIo(_)Aft^-jLJ>rtJ%11iVJLVI,jISi3fti4i<-\ft11aJ_Âj_a.\0 }ftCj-AjHI_3_iV4_j_ujjJ.Ii^j-a13"J )lr>o—Ij-A.»"HVjIJ i-J^ lcJ)U
ij_ai._j11i(Jxml"j.o-^jjj4_laiju6_(3ft•~ ■f' .l>ih1 cjjftj ljjlIj«£LlLIlck—i-flllx.V̂ftu" jLi.L3.I11\-k' (_^li<J3 .I3yj^-iklLl>*niijax4■11I.~ka .4_txijjJ IcJJkJjIftin.JUa"v11j-ax4_x. j^JI6JAo- aji 4—I\3~|LaJxlIII~\iI>ftCa-lLLjl_ _â ^J]"»nl lInCJji%^LVIJlX.i
I )-k13"l>J1^.1- ")Cj-iH.!HVl^ jL3XLJ~i\iVj"l<|*VIcJ-2kAXJ.QIftK •JLtId-ij4J4_tujJ_aj ĴJxCj-i-Aj- •6_Jf-vIL3"l^l,j1flL"...1̂J .I3"Jftnjiij_î"k"1J Jin»c »H.LLHJl"beJftp1" (jJjI»tiiJLijft"'"I•^LcJUjLlx3HI4jlaJ_aj ■Oj—1J 4111IjJI6JI31OL1~k"1—aljxj—acI—if.4j_Utin6111̂\)3"r Jft4_xjVI■•■'■■A'(3ftÎj-A6jl1TiII,j1-k"ft̂j—flLa.Li4\icuxj-4L^_jJ .LJiif^j-A_)I\ft6jLUJ-ÂJx■-J.-^-v(_3_aI,j1 .CXjLJ(j'LJi—i4_hj■--v».^lj13"iij)ftûLl4-lui1~k"iCuh.\
•La.j6JV4_jVI^J-JJXJIIj_AL(~w„,t11<jJ_A_JJ.YA
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L*jbcLj_iij ĵ Lt■* *■' .YY
uLJJI.1 ^1- C^-j-LIIJ
•y*̂;<-LaaJIIj'>111.TV


























'■yAcIj-n-a.4ak^' 1. .v\ ^j\eI._j
U1-)-".■-?■
.J
yt" ^j_^i■ 4_jsjj i.,rr
J.
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i_iĵ_a(/)•■>*4%itstd-il̂-iajlujc j1jt.< a-»vti*h _^il















































































f- j^N. •<—11̂A"lI'LcIJljl*\if.t~II!.S^Lx^Ll<_^ UIAjA1fccl^Ljl
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ĉ.-L:
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4—JĴa"li»|"|L v.i.l'sljIJ-UXftt<111.c^La^U<LxjLl)I6j_ JJcli
(V)/^'u'\JJ-*jl"iLt'i):\./jvJ-ujj4_J-t<UJI< Ij-^La
dJJjj( •̂)/4—>1a>U"thiijikJjjj—a(\.<(_!»LU _lj>̂L~I<I^d6i-A* )J6'**-LA ( 1—®-*j)L)./̂jLajVI
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Perhatian:
1. Jawab semua soalan.
2. Jawapan bagi soalan objektif perlu dijawab di atas kertas jawapan OMR.
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A . Kilang-kilang perindustrian telah mengumpulkan sisa-sisa buangannya di
sekelilingnya atau berdekatan dengannya.
B . Kilang-kilang industri mencampakkan sisa-sisa toksidnya di persekitarannya dan
kawasan yang dekat dengannya.
C . Kilang-kilang perindustrian telah membuang sisa-sisa buangannya di sekitarnya
dan di kawasan yang hampir dengannya.
D . Kilang-kilang perindustrian mengumpulkan bahan-bahan buangannya di
persekitarannya atau berdekatan dengannya.
E . Kilang-kilang industri telah membuat kumpulan sisa-sisa toksidnya di
sekelilingnya atau berdekatan dengannya.
A . Agama Islam adalah agama Fithrah untuk manusia tanpa syak wasangka.
B . Agama Islam merupakan agama Fithrah manusia semenjak azali lagi.
C . Agama Islam merupakan agama Fithrah manusia tanpa ragu-ragu lagi.
D . Tiada syak lagi bahawa agama Islam adalah merupakan agama Fithrah manusia.




A . Agama Islam menjaga setiap individu wanita dalam soal nikah kahwin.
B . Agama Islam amat menitikberatkan soal kehidupan wanita dalam perkahwinan.
C . Agama Islam memelihara keperibadian wanita dalam urusan perkahwinan.
D . Islam adalah sebuah agama yang menitikberatkan soal perkahwinan wanita.
E . Agama Islam amat memelihara watak pemudi dalam soal nikah kahwin.
SjL*JJ j . IT"
A . Adakah masa depan kemanusian menjadi gelap gulita.
B . Adakah masa depan manusia akan menjadi gelap.
C . Adakah kemanusian akan menjadi gelap di masa hadapan.
D . Adakah masa depan kemanusian akan menjadi gelap di masa hadapan.
E . Adakah kegelapan manusia akan teijadi di masa hadapan.
4JU1 5jL*U j . 11
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A . Alam kanak-kanak di masa hadapan berbeza dengan alam kita pada hari ini.
B . Ada perbezaan antara alam kanak-kanak dan alam kita di masa hadapan.
C . Akan berbeza antara alam kanak-kanak dan alam kita pada hari ini dan masa
hadapan.
D . Akan wujud perbezaan yang ketara antara alam kanak-kanak dan alam kita pada
hari ini.
E . Alam kanak-kanak di masa hadapan akan berbeza dengan alam kita hari ini.
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A.3 Questionnaires
A.3.1 Questionnaire for teachers
PENILAIAN OLEH GURU BAHASA ARAB TERHADAP ITEM UJIAN
BULATKAN nombor yang sesuai menurut pandangan anda berdasarkan skala
berikut:
skala: 1 = sangat sesuai/sangat berkaitan/sangat jelas
2 = sesuai/berkaitan/jelas
3 = kurang sesuai/kurang berkaitan/kurang jelas
4 = amat tidak sesuai/tidak berkaitan langsung/sangat kabur
UJIAN BACAAN DAN KEFAHAMAN
A. KULIT SOALAN
Arahan di kulit soalan
B. TEKS UJIAN




c. Kesesuaiannya dengan keupayaan calon
d. kandungan isi (content)
e. Panjang teks








a. Perbendaharaan kata 12 3 4
b. Struktur ayat 12 3 4
c. Kesesuaiannya dengan keupayaan calon 12 3 4
d. kandungan isi (content) 12 3 4
e. Panjang teks 12 3 4
f. Ketidakserasian budaya (cultural bias) 12 3 4
iii. Teks III dan IV
a. Perbendaharaan kata
b. Struktur ayat
c. Kesesuaiannya dengan keupayaan calon
d. kandungan isi (content)
e. Panjang teks













(b) Bahagian Dua (True-false)
i. Teks I
a. Perbendaharaan kata 12 3 4
b. Struktur ayat 12 3 4
c. Kesesuaiannya dengan keupayaan calon 12 3 4
d. kandungan isi (content) 12 3 4
e. Panjang teks 12 3 4
f. Ketidakserasian budaya (cultural bias) 12 3 4
ii Teks II
a. Perbendaharaan kata 12 3 4
b. Struktur ayat 12 3 4
c. Kesesuaiannya dengan keupayaan calon 12 3 4
d. kandungan isi (content) 12 3 4
e. Panjang teks 12 3 4
f. Ketidakserasian budaya (cultural bias) 12 3 4
iii. Teks III
a. Perbendaharaan kata 12 3 4
b. Struktur ayat 12 3 4
c. Kesesuaiannya dengan keupayaan calon 12 3 4
d. kandungan isi (content) 12 3 4
e. Panjang teks 12 3 4
f. Ketidakserasian budaya (cultural bias) 12 3 4
iv. Teks IV
a. Perbendaharaan kata 12 3 4
b. Struktur ayat 12 3 4
c. Kesesuaiannya dengan keupayaan calon 12 3 4
d. kandungan isi (content) 12 3 4
e. Panjang teks 12 3 4
f. Ketidakserasian budaya (cultural bias) 12 3 4
iv. Teks V
a. Perbendaharaan kata 12 3 4
b. Struktur ayat 12 3 4
c. Kesesuaiannya dengan keupayaan calon 12 3 4
d. kandungan isi (content) 12 3 4
e. Panjang teks 12 3 4
f. Ketidakserasian budaya (cultural bias) 12 3 4
S2-T.




c. Kesesuaiannya dengan keupayaan calon
d. kandungan isi (content)
e. Panjang teks
f. Ketidakserasian budaya (cultural bias)
C. SOALAN-SOALAN
(a) Bahagian Satu (aneka pilihan)
Soalan 1-10
a. Arahan yang diberikan
b. Kejelasan soalan
c. Ketepatan soalan dengan teks
d. Aras soalan (level)
e. Format soalan
f. Keserasian calon dengan bentuk soalan
g. Masa yang diperuntukkan
(b) Bahagian Dua (True-false)
Soalan 11-30
a. Arahan yang diberikan
b. Kejelasan soalan
c. Ketepatan soalan dengan teks
d. Aras soalan (level)
e. Format soalan
f. Keserasian calon dengan bentuk soalan
g. Masa yang diperuntukkan
(c) Bahagian Tiga (Cloze)
Soalan 31-75
a. Arahan yang diberikan
b. Kejelasan soalan
c. Ketepatan soalan dengan teks
d. Aras soalan (level)
e. Format soalan
f. Keserasian calon dengan bentuk soalan
g. Masa yang diperuntukkan
PENILAIAN OLEH GURU BAHASA ARAB TERHADAP ITEM UJIAN
BULATKAN nombor yang sesuai menurut pandangan anda berdasarkan skala
berikut:
skala: 1 = sangat sesuai/sangat berkaitan/sangat jelas
2 = sesuai/berkaitan/jelas
3 = kurang sesuai/kurang berkaitan/kurang jelas
4 = amat tidak sesuai/tidak berkaitan langsung/sangat kabur
UJIAN NAHU BAHASA ARAB
A. KULIT SOALAN
Arahan di kulit soalan 12 3 4
B SOALAN-SOALAN
(a) Bahagian Satu (Aneka pilihan)
Soalan 1—45:
a. Arahan yang diberikan
b. Kejelasan soalan
c. Ketepatan soalan dengan teks
d. Aras soalan (level)
e. Format soalan
f. Keserasian calon dengan bentuk soalan
g. Masa yang diperuntukkan

























(a) Bahagian Dua (True-false)
Soalan 46—50:
a. Arahan yang diberikan
b. Kejelasan soalan
c. Ketepatan soalan dengan teks
d. Aras soalan (level)
e. Format soalan
f. Keserasian calon dengan bentuk soalan
g. Masa yang diperuntukkan


























PENILAIAN OLEH GURU BAHASA ARAB TERHADAP ITEM UJIAN
BULATKAN nombor yang sesuai menurut pandangan anda berdasarkan skala
berikut:
skala: 1 = sangat sesuai/sangat berkaitan/sangat jelas
2 = sesuai/berkaitan/jelas
3 = kurang sesuai/kurang berkaitan/kurang jelas
4 = amat tidak sesuai/tidak berkaitan langsung/sangat kabur
UJIAN MENULIS DALAM BAHASA ARAB
A. KULIT SOALAN
Arahan di kulit soalan 1
B. SOALAN
a. Kejelasan soalan
b. Ketepatan soalan dengan sukatan
c. Aras soalan (level)
d. Format soalan
e. Keserasian calon dengan bentuk soalan
f. Masa yang diperuntukkan
g. Kesesuaian tajuk esei dengan calon
h. Minat calon terhadap tajuk esei



















PENILAIAN OLEH GURU BAHASA ARAB TERHADAP ITEM UJIAN
BULATKAN nombor yang sesuai menurut pandangan anda berdasarkan skala
berikut
skala: 1 = sangat sesuai/sangat berkaitan/sangat jelas
2 = sesuai/berkaitan/jelas
3 = kurang sesuai/kurang berkaitan/kurang jelas
4 = amat tidak sesuai/tidak berkaitan langsung/sangat kabur
UJIAN KEMAHIRAN EJAAN DALAM BAHASA ARAB
A. KULIT SOALAN
Arahan di kulit soalan 12 3 4
B. SOALAN
a. Kejelasan teks yang dirakam 12 3 4
b. Ketepatan soalan dengan sukatan 12 3 4
c. Aras soalan (level) 12 3 4
d. Format soalan 12 3 4
e. Keserasian calon dengan bentuk soalan 12 3 4
f. Tempoh pemberhentian seketika (pause) 12 3 4
g. Pemilihan ayat-ayat soalan 12 3 4
h. Panjang teks ujian 12 3 4
i. Kesesuaian kandungan dengan calon 12 3 4
£30
A.3.2 Questionnaire for students
ST3f
PENIALAIAN KENDIRI TERHADAP PENGUASAAN BAHASA ARAB
Nama: Fakulti:
Gred diperolehi untuk kertas Bahasa Arab STPM/Pra Akademi
Kertas 1: Kertas 2: Kertas 3:
Gred keseluruhan/Kertas 4:
Bulatkan nombor yang bersetentang dengan penyataan yang diberikan untuk jawapan
anda kepada soal-selidik berikut mengunakan skala di bawah:
1 = sangat lemah
2 = lemah
3 = baik
4 = sangat baik
i. Kemahiran bacaan dan pemahaman
Nyatakan penilaian anda terhadap diri anda sendiri untuk kemahiran bacaan dan
pemahaman menggunakan skala yang telah di berikan di atas:
1. memahami teks yang dibaca 12 3 4
2. menentukan baris perkataan di dalam teks yang di baca 12 3 4
3. memahami makna perkataan dalam teks yang di baca 12 3 4
4. merumuskan isi pcnting penulis teks tersebut 12 3 4
5. memahami teks yang tidak berkaitan bidang pengajian
anda (spt. Sastera, Sains, Fiksyen dsb.nya) 12 3 4
6. memahami teks yang berkaitan bidang pengajian anda
(spt. Syariah, Usuluddin, dsb.nya) 12 3 4
7. menjawab soalan berbentuk aneka pilihan 12 3 4
8. menjawab soalan berbentuk betul-salah (true-false) 12 3 4
9. menjawab soalan berbentuk 'cloze test' 12 3 4
ST37-
ii. Kemahiran Nahu dan Sarf
Nyatakan penilaian anda terhadap diri anda sendiri untuk kemahiran Nahu dan Sarf
menggunakan skala yang telah di berikan di atas:
1. memahami tajuk-tajuk nahu berikut:
a. mabni wa mu rab 12 3 4
b. nakirah wa marifa 12 3 4
c. nmbtada' wa khabar 12 3 4
d. kana wa akhawatnha 12 3 4
e. irma wa akhawatuha 12 3 4
2. memahami tajuk-tajuk Sarf berikut:
a. mufrad, muthanna, jam' 12 3 4
b. jamid wa mutasarrif 12 3 4
c. jamid wa mushtaq 12 3 4
3. menjawab soalan berbentuk aneka pilihan 12 3 4
4. menjawab soalan berbentuk betul salah 12 3 4
5. menulis jawapan yang betul terhadap jawapan salah 12 3 4
iii. Kemahiran ejaan
Nyatakan penilaian anda terhadap diri anda sendiri untuk kemahiran ejaan
menggunakan skala yang telah di berikan di atas:
1. menulis sepenuhnya apa yang didengari 12 3 4
2. menentukan perkataan yang didengari itu terdiri
dari satu perkataan atau lebih 12 3 4
5T33
3. menulis perkataan yang bersambung dengan alif
lam qamariyya 12 3 4
4. menulis perkataan yang bersambung dengan alif
lam shamsiyya 12 3 4
5. membezakan antara huruf ( ) dan ( ) 12 3 4
6. membezakan antara huruf ( ) dan ( ) 12 3 4
7. membezakan antara huruf ( ) dan ( ) 12 3 4
8. menentukan samada perkataan yang didengari
mempunyai harakat panjang atau pendek 12 3 4
iv. Kemahiran menulis karangan
Nyatakan penilaian anda terhadap diri anda sendiri untuk kemahiran menulis karangan
menggunakan skala yang telah di berikan di atas:
1. menyusun fakta isi karangan terhadap tajuk
yang diberikan 12 3 4
2. menulis dengan jelas apa yang hendak diperkatakan 12 3 4
3 . tidak melakukan kesalahan nahu dalam penulisan 12 3 4
4. menguasai perbendaharaan kata yang baik untuk
isi karangan yang ditulis 12 3 4
5. menguasai ejaan dengan baik bagi setiap perkataan
yang hendak ditulis 12 3 4




B.1 Item Facility for the Reading, Grammar, and
Dictation tests at the AIS (N=413)
Item Facility (IF) for the Reading test for samples from AIS (N=413)














































































Item Facility for the Grammar test for samples from AIS (N=413)




















































Item Facility for the Dictation test for samples from AIS (N=413)



























B.2 Item Discrimination for the Reading, Grammar,
and Dictation test at the AIS
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Item discrimination (ID) for the Reading test for samples from AIS
Item IF (upper) IF (lower) ID
1 .90 .36 .54
2 .81 .09 .72
3 .42 .17 .25
4 .56 .19 .37
5 .93 .35 .58
6 .94 .43 .51
7 .97 .78 .19
8 .98 .39 .59
9 .86 .58 .28
10 1.00 .81 .19
11 .91 .64 .27
12 .95 .82 .13
13 .94 .62 .33
14 .89 .44 .45
15 .77 .46 .31
16 .95 .36 .59
17 .91 .35 .56
18 .66 .25 .41
19 .54 .37 .17
20 1.00 .87 .13
21 .38 .16 .22
22 .68 .58 .10
23 .79 .43 .36
24 .88 .53 .35
25 .39 .26 .13
26 .97 .72 .25
27 .58 .33 .25
28 .52 .33 .19
29 .76 .69 .07
30 .89 .20 .69
31 .28 .01 .27
32 .25 .04 .21
33 .29 .01 .28
34 .96 .61 .35
35 .88 .24 .64
36 .76 .15 .61
37 .67 .13 .54
38 .35 .02 .33
39 .68 .03 .65
40 .36 .07 .29
41 .12 .01 .11
42 .67 .19 .48
43 .05 .01 .04
44 .67 .04 .63
45 .93 .33 .60
46 .87 .27 .60
47 .93 .35 .58
48 .49 .01 .48
49 .11 .02 .10
50 .18 .00 .18
51 .16 .01 .15
52 .15 .02 .13
53 .35 .11 .24
54 .38 .02 .36
55 .39 .10 .29
56 .64 .17 .47
57 .32 .05 .27
58 .74 .04 .70
59 .97 .09 .88
60 .95 .13 .82
61 .25 .02 .23
62 .85 .10 .75
63 .96 .16 .80
64 .59 .13 .46
65 .83 .51 .32
66 .04 .01 .03
67 .02 .00 .02
68 .10 .01 .09
69 .89 .30 .59
70 .39 .02 .37
71 .38 .02 .36
72 .23 .01 .22
73 .77 .15 .62
74 .53 .03 .50
75 .15 .01 .14
S40
Item discrimination (ID) for the Grammar test for samples from AIS (N=413)
Item IF (upper) IF (lower) ID
1 .85 .35 .50
2 .94 .39 .55
3 .93 .51 .42
4 .51 .09 .42
5 .69 .08 .61
6 .91 .46 .45
7 .83 .30 .53
8 .66 .28 .38
9 .74 .22 .52
10 .87 .23 .64
11 .90 .36 .54
12 .75 .29 .46
13 .12 .24 -.12
14 .48 .26 .22
15 .99 .23 .76
16 .95 .10 .85
17 .92 .45 .47
18 .56 .14 .42
19 .48 .06 .42
20 .87 .26 .61
21 .70 .29 .41
22 .98 .56 .42
23 .76 .35 .41
24 .76 .08 .68
25 .98 .58 .40
26 .32 .13 .19
27 .82 .35 .47
28 .50 .18 .32
29 .76 .30 .46
30 .51 .12 .39
31 .47 .12 .35
32 .92 .26 .66
33 .49 .17 .32
34 .48 .14 .34
35 .90 .35 .55
36 .61 .30 .31
37 .91 .31 .60
38 .54 .11 .43
39 .78 .38 .40
40 .73 .17 .56
41 .39 .07 .32
42 .46 .14 .32
43 .82 .25 .57
44 .83 .15 .68
45 .90 .25 .65
46 .94 .46 .48
47 .93 .27 .66
48 .97 .67 .30
49 .93 .66 .27
50 .89 .25 .64
sm
Item discrimination (ID) for the Dictation test for samples from AIS
Item IF (upper) IF (lower) ID
1 .90 .27 .63
2 .88 .50 .38
3 .98 .54 .44
4 .97 .11 .86
5 .99 .50 .49
6 .96 .28 .68
7 .99 .54 .45
8 .94 .15 .79
9 .95 .10 .85
10 .91 .12 .79
11 .90 .13 .77
12 .56 .01 .55
13 1.00 .48 .52
14 .73 .05 .68
15 .90 .13 .77
16 .59 .17 .42
17 .98 .31 .67
18 .68 .21 .47
19 .97 .74 .23
20 .99 .27 .72
21 .87 .04 .83
22 .38 .08 .30
23 .83 .50 .33
24 .33 .00 .33
25 .83 .14 .69
B.3 Descriptive statistics for the placement test for
session 1999/00
Descriptive statistics for the placement test for session 1999/00 (N=555)














a. Multiple modes exist. The smallest value is shown
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a- Multiple modes exist. The smallest value is shown
TTLGRAM
Std. Dev = 9.82
Mean = 24.4
N = 555.00
5.0 10.0 15.0 20.0 25.0 30.0 35.0 40.0 45.0 50.0
7.5 12.5 17.5 22.5 27.5 32.5 37.5 42.5 47.5
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Appendix C Recorded voice for the Dictation Test (in tape)
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